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ABSTRACT 
ENHANCING SELF ESTEEM AND ACHIEVEMENT 
THROUGH GROUP GUIDANCE ACTIVITIES 
(May 1985) 
Paul R. Sinibaldi, B.S., University of New Hampshire, 
M.A.T. , University of New Hampshire, M.Ed., Worcester 
State College, Ed.D., University of Massachusetts 
Directed by: Ronald Fredrickson, Ph.D. 
The main purpose of this research was to determine whether 
the self-esteem and school performance (academic grades, scores in 
effort and conduct, attendance) of sixth grade students could be 
improved through exposure to ten weeks, 45 minutes per week, of a 
group guidance program. The curriculum was composed and designed 
by the researcher drawing from several sources (Simon, Howe, and 
Kirshenbaum, 1972; Simon, 1973; Anderson and Henner, 1972; 
Canfield and Wells, 1976). The emphasis of this treatment program 
was on improving students' self-esteem through the reflected 
appraisal of a significant other (guidance counselor) while engag¬ 
ing in activities that foster self-awareness. 
The data presented was collected using a sample of 96 sixth 
grade students (46 experimental and 50 control) from an upper mid¬ 
dle class community in central New England. Subjects were ran¬ 
domly assigned by the school principal to either of the two treat¬ 
ment conditions. The control group participated in ten weeks, 90 
introductory foreign language (French) 
minutes per week, of an 
program aimed at providing an enjoyable and successful foreign lan¬ 
guage experience to sixth grade students. 
All subjects were pretested and posttested using the 
lopersmith (1967) Self Esteem Inv« Performance scores were 
also collected for both groups before and after treatment. 
The results indicated that the measured level of self-esteem 
and school performance were not significantly enhanced as a result 
of the group guidance activities. 
Other relevant information gleaned from the results found 
that female students obtained a significantly lower level of mea¬ 
sured self-esteem on the pretest and that their school performance 
scores were higher in every area and significantly higher (p<.05) 
in science, social studies and conduct on the posttest. Also 
female students in the experimental group showed a greater increase 
(more than 2 times greater) than the males in the experimental 
group or the male or female students in the control group. 
Finally, there were significant differences in the measured 
level of self-esteem and school performance associated with the 
students' level of instruction. Students in the top level obtained 
a significantly higher measured level of self-esteem and school 
performance than students in the lower levels. 
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CHAPTER I 
INTRODUCTION 
Background 
The purpose of this research it to examine the impact that 
a group guidance program has on the self-esteem and school perfor- 
mance of middle school students. A number of writers in the late 
sixties emphasized the importance of children's self-attitudes in 
the educational process. John Holt's How Children Fail (1964) and 
How Children Learn (1967), Jonathan Kozol's Death at an Early Age 
(1967), and Charles Silberman's Crisis in the Classroom (1970) 
are just a few of the best selling works of that era. These writ¬ 
ers accented a need for a more child-centered approach to educa¬ 
tion where the role of the teacher is expanded beyond the teach¬ 
ing of academics and into the affective domain. 
In his book, Schools Without Failure, William Glasser (1969) 
condemns schools for the role that they play in thwarting children's 
self-esteem. According to Glasser, school policies tend to reward 
those students who perform well and expose those who are unable to 
compete. Over time, these less successful students develop a sense 
of inadequacy in academic areas. 
Although many of these so-called romantic critics have issued 
similar pronouncements, the psychological and educational communities 
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generally have dismissed such criticisms as extreme and unsubstan¬ 
tiated (Havighurst, 1972). it appears that while self-respect and 
self-acceptance may be worthy goals for students, they have had dif¬ 
ficulty surviving in an educational system that emphasizes achieve¬ 
ment and excellence. 
According to Weinstein and Fantini (1970), there is no need 
for an either/or conceptualization of this problem. "Cognition and 
affect are complimentary, not contradictory forces." (p. 32) They 
have not played a balanced role in the educational process, however, 
due to the lack of recognition and experimentation that the affective 
domain has received. In an effort to further the cause of affective 
education, which at times has been labeled a fad by its opponents, 
it appears necessary to provide empirical evidence supporting a 
direct relationship between self-esteem and achievement. 
William Purkey (1970) struck a blow for the cause of affective 
education when he published a book entitled Self Concept and School 
Achievement which explored the "strong and persistent relationship 
between self and academic achievement." (p. V) His compilation of 
% 
theories and research supported the notion that a student's subjective 
and personal evaluation of him/herself has a dominant influence on his/ 
her success or failure in school. 
For generations, wise teachers have sensed the significant and 
positive relationship between a student's concept of himself 
and his performance in school. They believed that the students 
who feel good about themselves and their abilities are the ones 
who are most likely to succeed. Conversely, it appeared that 
those who see themselves and their ability in a negative fashion 
usually fail to achieve good grades, (p. 14) 
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Stanley Coopersmith (1967) conducted an extensive study of 
the origins of self-esteem and its relationship to behavior. He found 
that students with low self-esteem are less likely than their counter¬ 
parts with high self-esteem to have confidence in their judgments, 
make friends easily, or approach new situations with optimism. These 
children were also more likely to be doing poorly in school. 
Other studies have linked self-esteem to overall achievement 
(Coopersmith, 1959; Simon and Simon, 1975; Prendergast and Binder, 
1975) and to reading achievement (Lamy, 1965; Sweet and Burbach, 
I 
1977; Wattenberg and Clifford, 1964). Those who have poor achieve¬ 
ment, relative to their classmates, tend to have poor self-esteem. 
These negative self-evaluations relate not only to self-concept of 
academic ability (Brookover, Erickson, & Joiner, 1967), but also to 
general self-evaluations (Coopersmith, 1967). 
General Statement of Problem 
Although there is evidence that indicates a positive correla¬ 
tion between self-esteem and achievement, it is less clear as to 
whether self-esteem is the cause or result of achievement. Hamachek 
(1978) suggests that the effect is probably reciprocal, and that the 
flow of causation runs both ways. If his assumption is accurate, then 
changes in self-esteem should produce corresponding variations in 
achievement and vice versa. The pragmatic problem that arises, how¬ 
ever, is how to affect a change in students' self-esteem without 
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utilizing academic achievement, in other words, without making academic 
achievement an independent variable. 
Since classroom teachers are engrossed in the process of teach¬ 
ing subject matter and assigning grades, their part in an intervention 
aimed at increasing self-esteem would be contaminated with their intri¬ 
cate relationship to academic achievement. Also, teachers are pres¬ 
ently overwhelmed by the demands already placed upon them by parents, 
school committee members, and administrators to improve reading skills, 
develop computer competencies, etc. Therefore, it would seem logical 
to recruit the services of a school professional who is outside the par¬ 
ameters of the academic arena. The most sensible choice in this case 
would be the guidance counselor. Identifying a person to implement the 
intervention is, however, only a partial solution to our problem. The 
other portion involves finding a method of intervention that would be 
appropriate for a sixth grade school population. 
One possible approach that a school counselor could take in 
attempting to enhance students' self-esteem would be to provide indi¬ 
vidual counseling. In the client-centered tradition, for example, 
success in therapy is measured as a positive change in self-esteem or 
a decrease in the ideal self/real self discrepancy. Successful 
therapy of any kind, according to Bergin and Lambert (1978) involves 
positive changes in an individual's self-attitudes. While therapy 
can be an effective method of enhancing self-esteem, it is limited in 
its appropriateness for the general student population. "Most child 
ren remain untouched by special guidance and psychological services." 
5 
(Sprinthall and Sprinthall, 1981, p. 559) 
If guidance counselors are to play a greater role in students' 
growth and development, they must leave the confines of their office 
and enter the classroom (Martin, 1983). Through a group, preventive 
mental health approach to guidance and counseling, counselors can ef¬ 
fectively reach a larger portion of their assigned population. Thus, 
instead of treating a limited number of individuals after their prob¬ 
lems have surfaced, it was strongly recommended by Sprinthall and 
Sprinthall (1981) that schools develop educational programs that 
would promote self-esteem enhancement in all students. This orienta¬ 
tion to mental health is consistent with the adage about an ounce of 
prevention being worth a pound of cure. Building a sense of personal 
worth and competence is a far more efficient and effective approach 
(Kohlberg, LaCrosse, and Ricks, 1972) to the social and emotional 
development of children than treatment after the fact. Therefore, a 
group guidance approach was selected for this study. 
Purpose and General Hypotheses 
This study will seek to investigate the effect of group guid¬ 
ance activities on the self-esteem of sixth grade students and its 
concomitant effect on their school performance (grades, attendance, 
conduct, effort, etc.). The program will attempt to establish an 
accepting and nurturing environment in which students will feel com¬ 
fortable enough to risk learning more about themselves. Through a 
series of values clarification, self-awareness, and problem solving 
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exercises, students will be encouraged to develop an expanded and more 
realistic self-concept and greater self-esteem. In an effort to 
investigate 1) whether this curriculum will actually affect students' 
self-esteem and ultimately their school performance and 2) whether the 
students' sex and level of instruction will have an effect on these 
variables, the following questions will be tested: 
1. Is there a significant difference in the measured level 
of self-esteem and school performance between those students who 
participated in the group guidance program (experimental group) and 
those students who did not participate (control group)? 
2. Is there a significant difference in the measured level 
of school performance following treatment between those students who 
showed an increase in self-esteem and those students who did not 
show an increase? 
3. Is there a significant difference in the measured level 
of self-esteem and school performance between male students and 
female students? 
4_ is there a significant difference in the students mean 
measured level of self-esteem and school performance among the vari¬ 
ous levels of instruction? 
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Significance of the Study 
There are two main aspects of this study which have signifi¬ 
cant implications for school policies. The first is based on the 
belief that "education is the cornerstone of fully functioning nations 
as well as individuals" (Aspy, 1972, p. V); it is with this goal of 
fully functioning individuals that we seek to enhance students1 self¬ 
esteem. This aim is consistent with the objectives established by 
the proponents of affective and humanistic education such as Rogers 
(1969) , Glasser (1969), Holt (1967), and Carkhuff (1971). These 
writers and educational specialists feel, as many of us do, that 
promoting happy, self-approving, and self-respecting individuals is 
an important goal. This goal is well worth our time and effort. 
If students1 self-esteem can be enhanced through group guid¬ 
ance activities, as hypothesized, then the results will encourage 
other school counselors to take a more active role in the social 
and emotional development of all students and not merely a select 
few who cause problems to the school or to themselves. 
The second main aspect of this study addresses itself to those 
skeptics who would say "So what?" to the prior rationale. "I do not 
care if children are more self-respecting, as long as they learn 
reading, writing, and arithmetic (and maybe computer). This is a 
valid concern although a narrow perspective of the educational pro¬ 
cess. In order to justify affective education to its critics, 
researchers will have to demonstrate that change in self-esteem will 
be concomitant with the desired behavioral changes; it is not enough 
to modify self-esteem solely as an end in itself. 
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Although there is evidence that indicates a positive correla¬ 
tion between self-esteem and achievement, little research has been 
undertaken attempting to produce an increase in achievement via an 
increase in self-esteem. Thus a positive result suggesting a causal 
relationship between an increase in self-esteem and increased achieve- 
ment will provide empirical support for affective education. When 
school committees and administrators are presented with evidence that 
an increase in a student's self-esteem is not only inherently desir¬ 
able, but also facilitative of academic achievement, group guidance 
programs focused on building self-esteem will begin to receive 
greater emphasis and financial support. 
Outline of the Remainder of the Proposal 
Chapter I contained the general introduction, the problem 
statement, the purpose, and the significance of the study. 
Chapter II is concerned with the self-esteem: its nature (what 
it is and how it is measured), its significance (why it is so impor¬ 
tant) , its determinants (how it is formed), and its development, 
specifically in the school environment. 
Chapter III describes the methodology that was used in this 
study. The process of selecting the study population, instrumentation, 
research design, treatment, statistics, and procedures are presented 
in detail. 
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Chapter IV is a presentation of the collected data and the 
statistical treatment of them. A brief statement of the results 
accompanies each hypothesis. 
Chapter V contains the summary, conclusions and implications 
of the research project and recommendations for future studies. 
CHAPTER II 
REVIEW OF THE LITERATURE 
The aim of this chapter is to investigate self-esteem: its 
nature (how it is defined) , and its significance (why it is so impor¬ 
tant) , its determinants (how it is initially formed), and finally its 
development;, specifically within the educational system. 
Nature of Self-Esteem 
This section of Chapter II is intended to clearly define self¬ 
esteem and to differentiate it from self-concept. Also, since the 
assumptions utilized in the measurement of these constructs tend, at 
times, to confuse rather than clarify the distinction, a discussion 
of the most popular measurement techniques is included in this sec¬ 
tion. 
The terms self-esteem and self-concept are often used inter¬ 
changeably by psychologists, educators, and lay people alike. Accord¬ 
ing to Rossan (1983) , much of the research purporting to investigate 
self-concept are really exploring self-esteem, for example, Wylie 
(1974) and Webster and Sobieszek (1974). Since there seems to be some 
confusion in the use of these terms in the literature (Shavelson, 
Hubner, & Stanton, 1976), it would be to the reader's advantage to 
clearly differentiate between these related but separate hypothetical 
constructs. 
10 
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§£.lf~concePt is defined here as the way in which an individual 
perceives him/herself in terms of personal attributes and the various 
roles which he/she assumes. A girl, for example, may participate in 
social settings in which she perceives herself as a daughter, a play¬ 
mate, a student, and so forth. These self-perceptions may range from 
a simple role definition (daughter) to a sense of the quality of the 
role performance (unsuccessful student, good playmate). "Self-concept 
then is the descriptive perception of self in various roles and it is 
judgmental only in that one may assign some qualitative assessment to 
the role performance." (Beane and Lipka, 1980, p. 2) 
Since self-concept is the information one has about one's self, 
it is meaningless to talk about a "negative" or "positive" self-con¬ 
cept. It is not possible to have negative awareness or information. 
Although self-esteem can be evaluated as positive or negative, self- 
concept is more aptly described with bipolar concepts such as realis¬ 
tic versus unrealistic, extensive versus narrow, or simple versus com¬ 
plex (Germain, 1978). 
in contrast, self-esteem is defined here as the valuational 
assessment that one makes regarding his/her personal satisfaction with 
the role or the quality of the performance. Simply, it is an individ¬ 
ual's satisfaction with his/her self (Calhoun, Warren, and Kurfess, 
1976). Only after a self-concept is established can an individual 
determine whether he/she is satisfied with this view. An example may 
help to clarify this distinction. A child may lack the skills neces¬ 
sary to hit a baseball and may therefore describe him/herself as a 
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poor hitter (self-concept). Depending on the child's personal values, 
however, he/she may feel that it is terrible to fail at baseball (lower¬ 
ing self-esteem) or he/she may not care about it at all. Thus the 
experience of success or failure may alter the self-concept (role 
description - not a good hitter) , but its effect on the self-esteem 
will depend on the person's values and aspirations. 
Measurement of Self-esteem 
Although the description of self as a poor hitter may or may 
not be evaluated negatively by the individual, it is generally assumed 
in the assessment of self-esteem that this professed inability will be 
experienced by the individual as devaluing. For example, a negative 
response to the statement "I can give a good report in front of the 
class" on the Piers-Harris Self Concept Scale (Piers and Harris, 1979) 
is interpreted as an indicator of low self-esteem. The statement 
itself is, in fact, a statement of the quality of the performance and 
does not express a level of personal satisfaction at all. In compari¬ 
son, statements such as "I wish I could give a good report in front of 
the class" or "I am proud of my ability to give a good report in front 
of the class" clearly express a level of dissatisfaction and satisfac¬ 
tion respectively. 
Piers and Harris assume that if a child states that he/she 
cannot "give a good report in front of the class" then he/she will be 
dissatisfied with that particular facet of self. As a result of this 
assumption, the child's statement about his/her quality of the perfor¬ 
mance is assessed as measuring satisfaction or dissatisfaction with 
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that particular performance. Thus, the distinction between self-esteem 
(personal satisfaction) and self-concept (descriptive performance) 
begins to diminish as an attempt is made to operationalize and measure 
these constructs. 
It is necessary to examine the measurement techniques utilized 
in the assessment of self-esteem in order to fully understand the prob¬ 
lems associated with the research in this area. As early as the 1960's, 
writers such as Crowne and Stephens (1961) and Wylie (1961) have criti¬ 
cized the quality of "self-concept" studies which were being presented 
in the literature. It appears that the variations in the definitions 
of self-concept and self-esteem from study to study combined with an 
amazing array of hypotheses, research designs, and measuring instru¬ 
ments have produced a number of methodological concerns (Wylie, 1961). 
First of all, since there is such a discrepancy among the 
self-concept definitions being presented (Shavelson et al., 1976), 
there is little reason to assume that the measurement techniques 
derived from these definitions are equivalent. Therefore, considering 
the lack of empirical evidence demonstrating an equivalence among the 
various instruments, any generalization across studies should be made 
with caution. 
Gergen (1971) states that self-esteem cannot be measured 
directly, as there is no direct access to another person's private 
experience. The most that can be done is to infer the nature of a 
particular experience from various overt behaviors. These behaviors 
can range from an individual's response on a self-report instrument 
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to an observation of the individual's behavior in his/her daily 
environment. 
There are seven primary methods utilized by researchers to 
elicit information about a person's self-evaluation. They include 
rating scales, adjective check lists, Q sorts, unstructured and free 
response methods, projective techniques, interviews, and observational 
assessments (Burns, 1979). The following is a brief description of 
each of these methods. 
Rating Scales. This form of self-report usually involves pre¬ 
senting the individual with a set of statements to which he/she is 
forced to choose between two alternative responses such as yes/no 
(Piers and Harris, 1969) or like me/unlike me (Coopersmith, 1967). 
Other variations offer a response gradient to which the individual can 
express some degree of agreement or disagreement (strongly agree, 
agree, disagree, strongly disagree - Rosenberg, 1965). A total self¬ 
esteem score is obtained by summing the rating score assigned to each 
item. This summation process, although expedient, tends to obliter¬ 
ate the uniqueness of any individual item, especially when the former 
yes/no or like me/unlike me format is used. Thus, important clues 
concerning the relative value of each statement to the person's over¬ 
all self-assessment are obscured. This inherent assumption that all 
items on the questionnaire are equally important to every individual 
is obviously a dangerous one. 
The Adjective Check List. The adjective check list is very 
similar to the rating scale. It is essentially a yes/no response 
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scale on which the individual merely places a check next to the adjec¬ 
tive that he/she feels describes him/herself. 
Q Sorts. The sorting of statements about self into nine piles 
ranging from "most like me” to "least like me” is the foundation of 
this technique. The statements are placed on cards with instructions 
for the subjects to arrange the cards on a continuum from 1 to 9. A 
specific number of cards are to be placed in each pile so as to yield 
a quasi-normal distribution of items. The individual is usually 
required to make at least two sorts following different instructions. 
For example, the person may be asked to sort the items as they are 
characteristic of his/her ideal self and then as they are characteris¬ 
tic of his/her real self. A low correlation between these two scores 
is presumed to be indicative of a low self-esteem. The assumption 
made here is that the person is dissatisfied with his/her real self 
since it is very different from his/her ideal self. 
Unstructured and Free Response Methods. This self-report 
method requires the subject to provide information about him/herself 
by completing sentences or writing an essay. The value of this tech¬ 
nique lies in its removal of the standardized parameter, allowing the 
individual to report his/her unique self-evaluation. Also, by making 
the instructions less specific, the probability of the individual 
identifying and expressing a socially desirable response is diminished. 
With the benefits of an unstructured task, however, come the 
associated with classifying these responses in a meaningful problems 
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way. Thus, the projective quality of these responses leads to scoring 
procedures that, for the most part, rest on the subjective judgment of 
the scorer. 
Projective Techniques. Projective instruments such as the 
Human Figure Drawing (Koppitz, 1968) and the Thematic Apperception 
Test (Beliak, 1975) have been used to obtain a measure of self-esteem. 
Beliak (1975) states that figure drawings are probably the purest 
method of obtaining information about a person's self-image. "The 
subject may see himself as weak and feminine and draw a figure which 
shows this very clearly." (p. 36) Unlike other self-report methods, 
projective techniques assume to measure unconscious levels of self¬ 
esteem (Friedman, 1955). This assumption is very difficult to vali¬ 
date since in order to prove a certain response represents an uncon¬ 
scious attitude towards the self, it is necessary to show that the 
person holds that attitude and that he/she is unaware of it. There¬ 
fore, problems with validation and interpretation greatly limit the 
value of this approach. 
Interviews. An interview is a type of open-ended self-report 
where information about the person's self-esteem is gleaned from his/ 
her responses. As can be imagined, establishing criteria for classify¬ 
ing and quantifying this data is extremely difficult and time consuming. 
Audio recorders have facilitated this process, but not sufficiently 
enough to make it a popular technique. 
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Assessment by Observation. Finally, in contrast to the self- 
report methods, inferences about an individual's self-esteem can be 
obtained by observing his/her behavior. The observation of an indi¬ 
vidual in his/her natural environment by an uninvolved, detached 
observer offers an opportunity to assess self-esteem through its 
manifestation in behavior. The self-esteem obtained in this way is 
based on the assumption that a person's behavior is a function of his/ 
her self-evaluation. Since, however, the utility of a psychological 
construct is governed by its ability to explain and predict behavior, 
this reverse approach (estimating self-esteem from behavior) appears 
to have little value except as a validation procedure for self-report 
measures. 
Critique. The rating scale is the most popular and the most 
straightforward approach to assessing a person's self-esteem. This 
asset, however, is also its greatest liability, since self-report 
inventories are often challenged on the grounds that they are more in 
line with what the individual feels is socially desirable rather than 
with what is actually experienced. Also, questions arise concerning 
the individual's ability and willingness to convey his/her private 
world. Combs, Courson, and Soper (1963) argue that most studies 
which purport to measure self-esteem are really studies of self-report. 
The difference, they claim, is that self-esteem is the individual's 
evaluation of his/her self while the self-report is what the individ¬ 
ual is willing to say about him/herself to an outsider. 
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As the individual's awareness of the "right answer" diminishes 
with the use of less structured and more projective type techniques, 
so does the ease of scoring and interpreting the data. The analysis 
and quantification of self-esteem data therefore becomes more dependent 
on the scorer's subjective interpretation. 
Although there are disadvantages to each of the assessment 
methods described, self-report techniques are literally the only method 
available for measuring self-esteem "and if they are to be rejected 
then psychology would be seriously limited." (Burns, 1979, p. 77) 
The investigation of self-esteem will continue with these limitations 
in mind. 
Significance of Self-Concept and Self-Esteem 
This section of chapter II attempts to draw together some of 
the theoretical rationale and empirical evidence supporting the concep¬ 
tualization of self-esteem as a major construct in human development. 
Following a brief introduction, data is presented supporting a link 
between self-esteem and both school performance and mental health. 
Introduction 
A person's concept of self has been a topic of concern to behav¬ 
ioral scientists since the days of William James (1890). 
The altogether unique kind of interest which the human mind 
feels in those parts of creation which it can call me or 
mine may be a moral riddle, but it is a fundamental psycho¬ 
logical fact. No mind can take the same interest in his 
neighbor's me as in his own. The neighbor's me falls 
together with all of the rest of things in one foreign mass 
aqainst which his own me stands out in startling relief. 
(p. 289) 
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Sociologists and psychologists have increasingly come to view the 
self~concePt as central to the understanding of people and their 
behavior. A whole theoretical school known as self-theory has evolved 
from the works of Rogers (1951) , Combs and Snygg (1959) , Wylie (1961), 
Epstein (1980) , and others. 
Self-theory is strongly phenomenological in nature. It holds 
that a person's behavior is always meaningful given his/her perception 
of the environment. We could fully understand an individual's behav¬ 
ior if we could only perceive his/her phenomenal world. Whereas this 
is impossible, our closest approximation is to understand the indi¬ 
vidual's self-concept, since according to self-theory the self-concept 
is the frame of reference through which the individual views his/her 
environment. Thus, the self-concept has a powerful influence on 
human behavior. 
One of the most basic postulates in an individual self¬ 
theory is the individual's overall self-assessment, or 
his self-esteem. As a fundamental postulate, self¬ 
esteem is resistent to change, and, when it does change, 
it produces widespread changes throughout an individual's 
self-theory, or personality. (Epstein, 1981, p. 14) 
Maslow (1954) identified a positive level of self-esteem as 
the final prerequisite for self-actualization. Once self-esteem is 
achieved, the individual is free to concentrate on actualizing his/ 
her potentials. Rogers & Dymonds (1954) also emphasized the impor¬ 
tance of self-esteem as it pertains to the individual's continued 
growth and development. Evidence that points to an association 
between self-esteem and a variety of positive attributes and behaviors 
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abound in the literature. The following is a sample of these studies 
subdivided into performance and mental health. 
Self-Esteem and School Performance 
Coopersmith (1967) conducted an extensive study of the origins 
and stability of self-esteem and its relationship to personality and 
behavior. Working with fifth and sixth grade students, Coopersmith 
administered the Self-Esteem Inventory to hundreds of children. He 
also asked their teachers to rate them on such behaviors as reaction 
to failure, self-confidence in new situations, sociability with peers, 
and need for encouragement and reassurance. (The children included in 
the final stages of his study were white, middle class, male, and free 
from any obvious emotional disturbance.) 
These boys were assessed in depth using a variety of clinical 
tests and observations. The results indicated that students with high 
self-esteem showed a marked difference in behavior than children with 
low self-esteem. Children with high self-esteem were more confident 
of success in new situations, participated in discussions more fre¬ 
quently, showed novelty and independence of judgment, had a greater 
ease in forming social relationships, and had greater faith in their 
judgments than their less self-accepting counterparts. Low self¬ 
esteem children were more likely to be doing poorly in school and 
more often had a variety of problems such as bedwetting and thumb¬ 
sucking. There were no differences found between the groups in objec¬ 
tive data such as the incidence of major illness, accidents, separa¬ 
tion from primary caretaker, or birth traumas. 
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In another study, Coopersmith (1959) found a correlation of 
.30 (p<.05) between Iowa Achievement Test scores and self-esteem 
measures in fifth and sixth grade children when socioeconomic status 
was held constant. 
Brookover, Thomas, and Patterson (1964) sampled 1,050 seventh 
grade students in an urban school system in an effort to compare their 
self-concept of ability to school achievement. Self-concept of abil¬ 
ity was measured using an eight-item multiple choice questionnaire 
which attempted to identify how students perceive their ability to per¬ 
form in an academic setting. The result showed a significant positive 
correlation between a student's self-concept of ability and his/her 
academic performance even with the ability dimension controlled. 
Brookover, Erickson, and Joiner (1967) continued this longitudinal 
study and noted that "the correlation between self-concept of ability 
and grade point average ranges from 0.48 to 0.63 over the six years." 
(p. 142) It appears that these high coefficients, as compared to 
those of other similar studies, are due to the greater specificity of 
the self-esteem measure used. 
Wattenberg and Clifford (1964) measured the mental ability 
and self-esteem of 128 kindergarten children in two elementary schools 
in Detroit. Self-esteem scores were derived from the tape recordings 
of the remarks made by the children while they were drawing a picture 
of their families and responding to some incomplete sentences that 
were devised for the study. The transcripts of the remarks and 
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responses were then classified by two raters as to whether or not 
they constituted a self-referent statement. Those statements that 
were self-referent in nature were then classified as to whether they 
dealt with competence, personal worth, or some other issue. Those 
that dealt with competence or personal worth were further rated as to 
whether they were positive, negative, or neutral. For each child a 
ratio of positive to total references was calculated in terms of com¬ 
petence and personal worth. Two and one-half years later, measures 
were obtained of the children's progress in reading and the self¬ 
esteem measure was repeated. The assessment of self-esteem taken in 
kindergarten proved significantly predictive of progress in reading 
but not significantly related to the intelligence test scores. The 
authors therefore concluded that self-esteem scores taken early in 
kindergarten would add significantly to the predictive efficiency of 
intelligence tests. 
It should be noted that although positive, the correlation 
between the two dimensions of self-esteem (competence and personal 
worth) being measured in this study were rather low. This data sup¬ 
ports the notion that self-esteem is composed of distinct dimensions 
and that there is a need for "speedier and less costly" (Wattenberg 
& Clifford, 1964, p. 467) methods of identifying and measuring these 
dimensions. 
Finally, it is interesting to note that the authors used the 
term self-concept and not self-esteem to describe the positive self- 
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referent statements (dealing with competence and self-worth) made by 
the children. Since this description matches the definition of self¬ 
esteem that was presented earlier, the word self-esteem was substi¬ 
tuted for self-concept. 
William and Cole (1968) found a significant positive correla¬ 
tion of .33 (p<.01) between the Tennessee Self-Concept Scale and the 
Reading Section of the California Achievement Test Battery (CATB) and 
a .33 correlation (p<.01) between self-esteem and the Arithmetic Sec¬ 
tion of the CATB for 60 sixth grade students. They also found a 
significant correlation (.31, p<.01) between self-esteem scores and 
the California Test of Mental Maturity. 
Simon and Simon (1975), dealing with a sample of 87 ten year- 
old children, also found a relationship between self-esteem as mea¬ 
sured by Coopersmith Self-Esteem Inventory (Coopersmith, 1967) and 
academic achievement as measured by the SRA Achievement Series. The 
correlation coefficient was .33 (p<.01). 
Other studies have linked self-esteem to overall achievement 
(Stenner and Katzenmeyer, 1976; Prendergast and Binder, 1975; Irwin, 
1967; Farguhar, 1968). Those who have poor achievement, relative to 
their classmates, tend to have poor self-esteem. These negative 
self-evaluations relate not only to self-concept of academic ability 
(Brookover et al., 1967) but also to general self-evaluation 
(Coopersmith, 1967). 
All of the studies reported in the literature have not been 
as supportive of the relationships as the ones described thus far. 
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Bledsoe (1967) explored the relationship of the self-esteem of 271 
fourth and sixth grade children to their intelligence, achievement, 
interest, and anxiety, using the Bledsoe Self-Concept Scale. He found 
a significant correlation (.35, p<.01) between the professed self- 
esteem and achievement for boys but not for girls. Fink (1962), using 
44 matched pairs of 9th grade achievers and underachievers (matched for 
sex and I.Q.), found that for boys the relationship was significant but 
it was questionable for girls. Campbell (1965) found a similar dis¬ 
crepancy with sex. 
Although a review of the literature investigating the effects 
of sex differences on the measured level of self-esteem is inconclu¬ 
sive (Maccoby and Jacklin, 1974), it appears that self-esteem and 
achievement are more highly correlated for boys than for girls. "If 
a boy fails academically, and is not competitive as society now expects 
him to be, he is more apt to value himself less." (Samuels, 1977, p. 
136) Girls on the other hand tend to develop self-esteem in areas 
related to interpersonal relations. 
Beyond the variability in the research results due to sex 
differences, a number of studies have identified no significant rela¬ 
tionship between self-esteem and academic achievement (Beebe, 1972; 
Green, 1971; Labelle, 1970; Borislow, 1962; and Mintz and Muller, 
1977). 
Even though there is some evidence to the contrary, the prepon¬ 
derance of the research data has supported the correlation between self¬ 
esteem and academic achievement, making self-esteem an important factor 
to be considered in making educational decisions. 
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Self-Esteem and Mental Health 
The link between mental health and self-esteem provides further 
support for the significance of self-esteem. Most clients in psycho¬ 
therapy have problems involving low self-esteem according to Bergin 
(1971) , and their behavior patterns can be seen as attempts to avoid 
these feelings of low self-worth. These individuals frequently believe 
that they are not capable of dealing with their problems, that they are 
not worthy of being loved, and that they have certain undesirable char¬ 
acteristics that cannot be changed. 
Some psychologists go as far as to proclaim self-esteem prob¬ 
lems as the heart of the neurotic process. 
In the neurotic development there are always a number of unfor¬ 
tunate circumstances that instill in the child a self-deroga¬ 
tory feeling. This involves on the one hand a feeling of weak 
mastery and on the other hand a feeling that there is something 
wrong with him and that, therefore, he cannot be loved. The 
whole complicated structure of neurosis appears to be founded 
on the secret feelings of worthlessness, that is, on the belief 
that one is inadequate to master the situations that confront 
him and that he is undeserving of love. (Angyal, 1941, p. 121) 
Successful therapy of any kind, according to Bergin (1971), 
seems to involve changes in the client's negative self-evaluations. 
Client centered therapists, being the most explicit about the impor¬ 
tance of this goal, identify increases in self-esteem as the chief 
criterion of a successful outcome. 
Raimy (1948) studied changes in self-esteem by analyzing 
client responses in a set of fourteen cases. He classified their self¬ 
referent statements into six categories: positive, negative, ambiva¬ 
lent, ambiguous, statements which did not involve self-references, 
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and nonrhetorical questions. He found that in most cases considered 
sudcessfully treated on the basis of the judgments of the counselor, 
the supervisor of most of the cases, and Raimy himself, the client 
went from a preponderance of negative and ambivalent self-references 
to a preponderance of positive self-references. This was taken to 
support the hypothesis that in successful therapy a positive change 
in self-esteem occurs. 
Backman (1970) administered a self-esteem scale to 2,213 
boys in the tenth grade throughout the country and found a significant 
correlation between self-esteem and measures of emotional disturbance 
such as negative affective states (-.52), happiness (+.52), somatic 
symptoms (-.34), and impulse to aggression (-.34). 
Crandall (1973) found that persons with high self-esteem are 
decidedly more likely to express a high satisfaction with life. Akin 
to this finding is Beck's (1967) conclusion that low self-esteem is 
one of the distinguishing features of depression. 
Based on a sample of 5,000 high school students, Rosenberg 
(1956) showed that only 4% of those with highest self-esteem were 
depressed as opposed to 80% of those with lowest self-esteem. Also, 
only 19% of the "highest" group showed a large number of psychophysi¬ 
cal indicators of stress (hand trembling, heart pounding, pressure or 
pain in the head, and hand sweating) compared with 69% of those in 
the "lowest" group. 
Similarly, Kaplan and Pokorny (1969) identified a relation¬ 
ship between physical indicators of anxiety and depressed affect and 
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"self-derogation." Finally, Luck and Heiss (1972), found that mea¬ 
sures of global self-esteem were negatively related to measures of 
submissiveness, depression, psychic anxiety, somatic anxiety, autono¬ 
mic anxiety, and maladjustment among adult white males. 
Many and Many (1975) examined the relationship between the 
Cooper smith Self-Esteem Inventory and each of two measures of test 
anxiety and general anxiety. The sample included 4,367 pupils in 
grades four through eight. The results indicated a negative correla¬ 
tion between the measure of self-esteem and each of the measures of 
anxiety. The authors concluded that increasing self-esteem had pos¬ 
sibilities for reducing anxiety in elementary and junior high school 
students and ultimately enhancing their school performance. 
Other studies (Lipsitt, 1958; Imbler, 1968; Lampl, 1968, 
and Mitchell, 1959) have found a significant negative correlation 
between the level of self-esteem and the degree of anxiety. It seems 
clear from these studies that the link between self-esteem and mental 
health has been well established; in fact, self-esteem is often incor¬ 
porated in the definition of mental health. Whether statements 
assessing the level of self-esteem and anxiety are measuring distinct 
or highly related constructs, the goal of increasing an individual's 
level of functioning and personal satisfaction is well worth pursuing. 
Determinants of Self-Esteem 
This section of chapter II is designed to investigate the 
The two sources that are given special sources of self-esteem. 
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treatment are competency and self-worth. Since, however, self-esteem 
cannot develop until a self-concept is formed, the discussion begins 
with some information regarding the formation of the self-concept. 
Although theories of self-concept development vary consider¬ 
ably, there is some agreement that the self-concept does not exist 
at birth but that it develops gradually in early childhood. 
The self as a percept is not present at birth but begins to 
develop gradually as perspective powers develop....The self 
develops as we feel ourselves separate and distinct from 
others, but the first differentiations are dim and hazy. It 
is probably true that one learns to recognize and distin¬ 
guish others before one learns to recognize and distinguish 
the self....As the recognition of the familiar face takes 
shape, vague notions of the self simultaneously develop. As 
the mother begins to take shape as a separate person the 
baby forms vague notions of himself as a separate individ¬ 
ual. Once the individual has formed this notion of self as 
a separate entity, he/she can begin to develop self-esteem. 
(Symonds, 1951, p. 52) 
In an effort to examine some of the specific sources of 
self-esteem, it will be helpful to begin by restating its definition. 
Coopersmith (1967) refers to self-esteem as 
The evaluation that the individual makes and customarily 
maintains with regard to himself: it expresses an atti¬ 
tude of approval or disapproval and indicates the extent 
to which the individual believes himself to be capable, 
significant, successful, and worthy, (p. 4) 
It is interesting to note that the adjectives capable and successful 
used in this definition tend to convey a similar meaning. Both terms 
reflect a process of self-evaluation which is based upon a set of 
personal standards employed by the individual to assess the quality 
with the environment. Those individuals 
of his/her interactions 
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who are able to live up to their self-imposed standards and realize 
their aspirations tend to develop a positive self-esteem (sense of 
competence). On the other hand, those individuals who do not measure 
up to their own ideals are likely to experience a low self-esteem 
(feelings of inadequacy). 
Likewise, the adjectives significant and worthy are affil¬ 
iated in that they both reflect a process of assessing self-worth. 
This aspect of self-esteem involves the judgment of personal worthi¬ 
ness made by the individual purportedly as a result of the internaliza¬ 
tion of the reflected appraisals of significant others (Mead, 1934). 
When a child experiences rejection and criticism from the significant 
people in his/her life, then he/she develops a sense of low self¬ 
esteem (feeling unworthy and insignificant). 
Both competency and self-worth as described here are inter¬ 
related facets of self-esteem (Brisset, 1972) even though they are 
assumed, at least from a theoretical perspective, to be derived from 
different sources. These two factors have been proposed as the prime 
determinants of self-esteem by Coopersmith (1967), Franks and Moralla 
(1976), and Branden (1969). 
Dual Source Approach of Self-Esteem 
Consistent with his definition of self-esteem, Coopersmith 
(1967) identified two main factors that are especially important in 
the development of self-esteem: 1) the amount of respectful, accept¬ 
ing, and concerned treatment that an individual receives from the 
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significant other people in his/her life and 2) the individual's his¬ 
tory of success and failure, including the objective status and social 
position the individual has achieved. 
Franks and Moralla (1976) also conceptualized self-esteem as a 
function of: (1) reflected appraisals of significant others and (2) the 
individual's feelings of efficacy and competence derived from his own 
perceptions of the effects he/she has on his/her environment. 
Branden (1969) , too, describes self-esteem as having two dis¬ 
tinct but interrelated aspects: a sense of personal efficacy (compe¬ 
tence) and a sense of personal worth (self-respect). Personal efficacy 
is a person's belief in his/her ability to do a task (self-confidence). 
This aspect of self-esteem is developed as the individual interacts 
with the environment and is more or less successful. Personal worth, 
on the other hand, is based upon the amount of acceptance, caring, 
and respect received from significant others. 
Wilson and Wilson (1976) provide some empirical support for 
this dual source view. Investigating various sources of self-esteem, 
these authors obtained a self-esteem score based on a sentence com¬ 
pletion test analyzed by content area and source of self-esteem for 
56 female and 79 male undergraduates. The results were conveyed as 
a percentage of the total esteem responses for the specific source of 
self-esteem being investigated. Interpersonal relationships had the 
highest percentage (19) , followed closely by general achievement (17) . 
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Thus, this data clearly supports the notion that both reflected 
appraisals and achievement play an important role in the development 
of self-esteem. A more detailed investigation of each of these two 
factors will follow. 
Achievement as a Source of Self-Esteem. A number of researchers 
(Diller, 1954; Stotland and Zander, 1958; Borislow, 1962; and Dyson, 
1967) have explored the conditions under which success and failure 
affect a person's self-evaluation. It is generally accepted that 
students who underachieve scholastically or who do not live up to their 
own academic expectations suffer significant losses in self-esteem. 
The tendency to develop a lower self-evaluation following failure 
appears to be true for underachievers (Centi, 1965) as well as bright, 
academically superior students (Gibby and Gibby, 1967). 
Students who, on the other hand, experience repeated success 
are likely to develop positive feelings about their ability (Diller, 
1954). Carlton and Moore (1966, 1968) found significant changes in 
self-esteem of culturally disadvantaged children following a success¬ 
ful experience in dramatizing stories. 
Calsyn (1973) , Kifer (1965) , and Bridgeman and Shipman (1978) 
have suggested that differences in academic self-esteem develop as a 
reaction to school success and failure rather than being a cause of 
such performance. Calsyn and Kenny (1977) employed a cross-lagged 
method to study the causal preponderance of effect between self- 
This method involved measuring both self¬ 
esteem and achievement. 
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esteem and achievement at two points in time and comparing the relation¬ 
ship between self-esteem at one time and achievement at time two and 
vice versa. When one of these relationships is significantly greater 
than the other, a causal predominance is assumed. Calsyn and Kenny's 
secondary analysis of Brookover's data indicated that achievement was 
causally predominant over self-esteem. They further concluded that 
perceived evaluations from significant others are a necessary and suf¬ 
ficient condition for the growth of a high self-concept of ability, 
but a high self-concept of ability is only a necessary and not a suf¬ 
ficient condition for achievement. According to these authors, then, 
it appears that a positive self-concept of ability is important, but 
by itself will not guarantee success. Other factors (ability, motiva¬ 
tion, socioeconomic level, etc.) also have a substantial influence on 
the child's ultimate performance level. 
The above data provides support for the skill-development 
approach to enhancing a student's self-concept of ability. In this 
model of skill development, specific methods and techniques of instruc¬ 
tion are utilized to develop skills which facilitate success and 
increase competence and confidence; this, in turn, heightens the stu¬ 
dent's chances of subsequent success. Thus, a positive upward spiral 
is initiated. 
Although it seems logical and reasonable to conclude from this 
rationale that self-esteem is enhanced through achievement, it has 
been argued by the proponents of the self-enhancement model (increas¬ 
ing achievement via self-esteem) that the above representation is 
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incomplete. These researchers and theorists believe that even when a 
person has achieved certain goals, operates by certain values, or 
measures up to certain standards, these goals, values, and standards 
are initially incorporated from others. Since esteem is evaluative in 
nature and it can be earned only by measuring up to the demands and 
expectations of others, then the basic source of self-esteem is 
always esteem from others (Maslow, 1954). Therefore, a model that 
emphasized the reflected appraisal of others would be more appropriate 
to the conceptualization of the process. 
Fitts and Richard (1972) contend, however, that esteem also 
emanates from the self whenever "one is meeting one's own physiologi¬ 
cal needs, protecting one's self, loving, and otherwise actualizing 
one's abilities" (p. 19). 
It is not the intent of this paper to identify a single deter¬ 
minant of self-esteem but merely to develop a method of increasing 
self-esteem that is not the direct result of academic achievement in 
order to test the causal relationship between self-esteem and achieve¬ 
ment. The following theoretical rationale and empirical data support 
the notion that the reflected appraisal of significant others is suf¬ 
ficient for the enhancement of self-esteem and ultimately achievement. 
Interpersonal Interactions as a Source of Self-Esteem. Gordan 
Gallup (1977) did extensive work with subhuman primates to determine 
whether they could recognize their own image in a mirror. Monkeys, 
olive baboons, and gibbons cannot, only the most highly evolved of the 
great apes have been able to recognize themselves. 
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Taking this investigation further, Gallup began to study the 
process by which this ability for self-recognition develops in these 
primates. Drawing upon the theories of Cooley (1902) and Mead (1934), 
he assumed that social interaction was a necessary prerequisite for 
self-recognition to occur. If this hypothesis was valid, then chim¬ 
panzees reared in social isolation should lack the sense of self that 
would enable them to learn to recognize themselves. True to predic¬ 
tion, when chimpanzees raised without contact with other animals were 
tested with a mirror, they did not display recognition behavior (touch¬ 
ing marked portion of face) nor did they show any increase over time 
in their interest in the animal in the mirror. It therefore was con¬ 
cluded that with these great apes, social experience appears to be a 
prerequisite for self-recognition. 
This is an interesting conclusion in that looking into a social 
mirror does not tell a person much about the appearance of his/her own 
face. Presumably, it is other aspects of the self that are reflected. 
Gallup's creative bit of experimentation leads us to further 
investigate the theoretical works of Cooley and Mead in search of a 
deeper understanding of this self-concept formation process. 
Cooley (1902) referred to the self-concept as the "looking 
glass self," suggesting that people's understanding of their own iden¬ 
tity represents a reflection of how they are regarded and responded 
to by others. The self from this perspective is an internalization of 
the other's viewpoint. 
Although Cooley's idiom (the "looking-glass self") is fre¬ 
quently interpreted to mean a direct reflection, Cooley himself 
stressed that this literal translation was not entirely apt (Rosenberg, 
1979) . The concept involves more of a perception than an actual mir¬ 
rored image. it is "the imagination of our appearance to the other 
person and the imagination of his judgment of that appearance" (p. 152) 
that is critical for self-concept and self-esteem formation. Some 
empirical data has supported this view. 
Reeder, Donahue, and Biblarz (1960) conducted a study of 54 
military personnel who were divided into 9 groups of from 5 to 9 mem¬ 
bers each. Subjects were asked: 1) to rate themselves, 2) to rate each 
member of their group, and 3) to indicate how he thought each other mem¬ 
ber of the group would rate him in terms of "leadership" and "good 
worker." The results showed a very close correspondence between a 
soldier's self-rating (1) and how the other members of his group rated 
him (2). An important point to mention, however, is that the relation¬ 
ship between the self-rating (1) and the perceived ratings of others 
(3) were stronger than the relationship between the self-rating (1) 
and the actual ratings of others (2). This conclusion provides sup¬ 
port for the notion that individuals come to view themselves in ways 
based upon how they perceive that others view them (3) and not upon 
how they are actually perceived by others (2). 
Miyamoto and Dornsbusch (1956) collected data from 195 subjects 
in a similar experiment. Again from the statistical analysis, we can 
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see that the relationship between the perceived rating and the self¬ 
rating was stronger than the relationship between what others actually 
thought of the individual and his/her self-concept. 
The thing that moves us to pride or shame is not the mere 
mechanical reflection of ourselves, but an imputed senti¬ 
ment, the imagined effect of this reflection upon another's 
mind. This is evident from the fact that the character and 
weight of that other, in whose mind we see ourselves, makes 
all the difference with our feelings. We are ashamed to 
seem evasive in the presence of a straightforward man, cow¬ 
ardly in the presence of a brave one, gross in the eyes of 
a refined one, and so on. We always imagine, and in our 
imagining share, the judgment of the other mind. 
(Cooley, 1902, pp. 184-185) 
It is the imputed judgment mentioned here that is critical in the 
formation of self-esteem. 
Like Cooley, Mead (1934) believed that the self-concept and 
self-esteem are developed in a social group. Information necessary to 
formulate self-perception is derived from social interactions. 
In human beings it is the ability to imagine how another person 
might respond that allows him/her to anticipate the other person's 
action. The realization of this capacity has obvious survival value 
and in fact is presented as the only motivational construct in Kelly s 
(1955) Personal Construct Psychology. As an individual begins to 
attend to the inner world of others, he/she in turn becomes in tune 
with his/her own sense of self. Adjustment in society depends on a 
correspondence between this self-view and the view that others have of 
us. A gross discrepancy is labeled deviant or disturbed. 
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Generalized Other. While Cooley's "looking-glass self" could 
imply a constant change in self-concept as reflected by various others 
3 ‘ ' 
Mead s conceptualization provides for a more stable structure. The 
self-concept from Mead's perspective is shaped by applying to self the 
attitude of society as a whole. This "generalized other" influences 
our behavior by condemning certain actions as immoral and praising 
other more appropriate behaviors. Thus, the individual does not keep 
changing his/her self-image to conform perfectly with the image of 
him/herself held by whoever he/she happens to be with at the moment. 
The individual does, however, think about him/herself in categories 
determined by the social group and applies these standards of compari¬ 
son to him/herself based on some range of acceptable variation. 
As seen in the cognitive psychology research, concepts about 
the world are developed through interactions with the environment 
(Anderson, 1980). It seems logical to conclude that concepts about 
the self would develop in the same manner. Since a young child's 
environment is filled with family interactions, it is reasonable to 
conclude that these interactions would be an important source of 
information about the self. Ergo, a sense of self arises out of the 
social interaction with these family members (significant others). 
Significant Other. The role of the "significant other" is 
emphasized in Sullivan's theory (1953). Sullivan believed that indi¬ 
viduals were not influenced by "generalized others" but specifically 
their environment. The most significant by meaningful people in 
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other according to Sullivan was "the mothering one." Since a baby's 
pleasure, relief from pain, and very existence is dependent on this 
mothering figure, his/her approval is highly desirable. The child 
learns to incorporate the values of this figure in order to gain 
approval and avoid disapproval. The individual then, comes to judge 
him/herself by the same standards with which he/she was judged. A 
young boy, for example, views himself as "good" when he does some¬ 
thing for which significant others have rewarded him in the past. 
Correspondingly, he will view himself as "bad" when he acts in a 
manner that has previously incurred disapproval. 
Manis (1958) reported from his research that a child's level 
of self-regard is closely associated with his/her parents' reported 
level of regard for him/her. Similar findings have been reported by 
Shaw and Dutton (1965) and Meyers (1966). It appears from these and 
other studies (Miller, 1971; Sears, 1970) that maternal acceptance 
and expressions of positive regard for the child tend to be related 
to the child's level of self-esteem. Finally, this data suggests 
that the evaluations from these significant others (the parents, 
expecially the mother) are internalized into self-perceptions. 
Medinnus and Curtis (1963) presented evidence that mothers 
who were more self-accepting showed greater acceptance of their child 
ren than mothers who were low in self-acceptance. From their data, 
the authors concluded that children of parents with high self-esteem 
with their parents and perceive their parents 
seem to identify more 
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as highly accepting of them, and this produces high self-esteem in 
the children. Finally, Medinnus (1965) found that adolescents high 
in self-acceptance and adjustment were likely to perceive their par¬ 
ents as loving and accepting. 
Empirical support for the combination of a "generalized other" 
and significant other" approach comes from the work of Brookover, 
Thomas, and Patterson (1964). Working with 1,050 seventh grade stu¬ 
dents, Brookover et al. found that the highest correlation was not 
between the students' perceptions of a specific significant other's 
evaluation of his/her ability and his/her self-concept of ability but 
between his/her self- concept of ability and a combination of the 
perceived images of four significant others—father, mother, teacher, 
and peer. Such a pattern of correlations may be an indication that 
self-concept is not a reflection of a specific significant other, 
but rather it may reflect a community of significant opinions. 
The common theme that emerges from the three theorists (Cooley, 
Mead, and Sullivan) and the studies presented thus far is that the 
reflected appraisal of significant others is an important source of 
information about the self and its significance in the formation of 
self-esteem can scarcely be overestimated (Rosenberg, 1979). 
Summary. The preponderance of theoretical writings supports 
a view that self-esteem develops in a social context. Sullivan (1932) 
expressed the belief that the child's attitudes toward him/herself are 
influenced by significant people, notably at first his/her mother 
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figure. According to Sullivan, the development of the self-system 
has its origins in interpersonal relationships and it is influenced by 
reflected appraisals. When a child is accepted, approved, respected, 
and liked for what he/she is, then he/she will be more likely to 
acquire a favorable attitude toward self. if he/she, however, is 
belittled, blamed, and rejected by the significant people in his/her 
life (parents, teachers, friends), then the child will be more likely 
to develop an unfavorable attitude toward self. 
While there have been a number of articles written in the 
past decade that have expressed dissatisfaction with a model of self¬ 
esteem which is dependent on the approval of others as its only source 
(Gordon, 1970; Gecas, 1972; Coopersmith and Feldman, 1974, and Franks 
and Morolla, 1976), few authors have eliminated social approval from 
their multidimensional model. The next section will investigate the 
effect that school personnel have on students' self-esteem and ulti¬ 
mately on their school performance. 
Development of Self-Esteem Within the Educational System 
This section of chapter II investigates the methods by which 
change in self-esteem and school performance can be facilitated. The 
first few paragraphs address the belief that human beings are capable 
of growth and change and that the school environment is an important 
variable in fostering that growth. This introduction is followed by 
a presentation of the various results obtained by researchers attempting 
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to produce an effect on both self-esteem and academic achievement of 
students in both a contrived and natural education setting. 
Since self-esteem is developed over time with the early years 
providing the foundation for later development, change is always pos¬ 
sible. To be alive is to be undergoing developmental change. The 
more we learn about how a person comes to view him/herself, the more 
we are able to effect change in that view. 
School as a Significant Influence 
"After the home, the school provides the second most signifi¬ 
cant influence on the child as an emerging person" (Leonetti, 1980, 
p. 10). According to Schulman, Ford, and Busk (1973), the majority of 
programs aimed at increasing self-esteem are based on three assumptions: 
(1) that schools reach all children, (2) that childhood, especially 
latency years, appears to be the best time for intervention, and 
(3) that school personnel are the best agents for implementing these 
programs for change. 
Davidson and Lang (1960) found that during the elementary years 
a significant correlation existed between the child's perception of his/ 
her teacher's feeling toward him/her and his/her own self-image. The 
academic achievement was higher and the classroom behavior more desir¬ 
able for those children who saw themselves as adequate in the eyes of 
their teachers. 
Referring back to Brookover, Thomas and Patterson's (1964) study 
it is important to note that teachers were found to have a significant 
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influence on the child's self-concept of ability. The correlation 
coefficient of .55 between the child's perception of his/her general 
ability and his/her perception of the teacher's image of his/her abil¬ 
ity was higher than the correlation with the perceived judgment of 
either of his/her parents or his/her peers. 
Other researchers such as Staines (1958) , Polfrey (1973), and 
Nash (1973) have emphasized the significance of the school environment 
on the development of children's self-attitudes. It is with this 
belief, that the school has an extensive influence on children's self- 
image, that we pursue methods of enhancing self-esteem in schools. 
Although many innovations purporting to foster self-awareness 
and a positive self-esteem have been introduced in schools, some of 
these treatment programs have little theoretical or empirical support 
and tend to be ineffective. For example, an approach which encourages 
children to persist at a task or praises them unjustifiably is unlikely 
to increase self-esteem (Weiner, 1971). Even some commercially pack¬ 
aged and extensively utilized programs have at times failed to produce 
the desired results. For example, the Developing Understanding of Self 
and Others program (DUSO-Dinkmeyer, 1970) was employed with a group of 
38 fourth grade children by Poudrier (1975) and with a group of 10 
fourth grade children by Adams (1982). Both researchers found no 
significant differences between the mean self-esteem score of the treat 
ment group and the control group. 
Reckless and his colleagues conducted a fifteen year systema¬ 
tic investigation of the link between self-esteem and both juvenile 
43 
delinquency and school achievement (Reckless and Dinity, 1972; 
Reckless, Dinity, and Kay, 1957; Reckless, Dinity, and Murray, 1956). 
Working with "delinquency prone" seventh grade inner city boys, 
attempts were made to influence their self-esteem and achievement 
through extensive contact with a competent, sympathetic male teacher. 
The specific curriculum incorporated a multimedia approach in helping 
the boys to understand society and their place in it. Measurements 
of self-esteem, achievement test scores, grades, attendance records, 
and drop out rates by the end of tenth grade showed no significant 
difference between the experimental group and the control group. 
Although these studies have failed to identify a significant 
change in students' self-esteem or behavior as a result of their 
specific treatment program, other investigations have found some 
desirable changes. 
Producing Changes in Self-Assessment Within a Contrived 
Situation. Videbeck (1960) produced changes in an individual's self- 
ratings both in a positive and negative direction as a result of an 
evaluation by a "visiting speech expert." The greatest amount of 
change was found to be directly related to the specific area of com¬ 
ments and lesser change in areas indirectly related to the feedback. 
Thus it was noted that some generalization of evaluation does occur. 
Maehr et al. (1962) replicated Videbeck’s study and its results. 
Changes in self-assessment were also found to be persistent 
over time and not merely temporary fluctuations. Haas and Maehr (19eS) 
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found that changes were greatest following the evaluation but that 
they persisted over the remainder of the six weeks of the study. 
Another study by Haas and Maehr (1965) gave a second dosage of eval¬ 
uation treatment resulting in an even greater change which persisted 
over the six weeks. It was again noted that change in one area of 
self-evaluation apparently generalized into other areas. Finally, 
the frequency of evaluation appears to be directly related to the 
amount of change. 
Israel (1956) concluded that variations in the amount of 
change in self-perception due to the perceived opinion of others is 
directly related to the significance of the other person. Working 
with 107 subjects from a physical education class in Sweden, Israel 
found that the effects of others' perceived opinion in changing the 
self-conception is directly related to the individual's perceived 
status of the influencing group. Miyamato and Dornbusch's research 
(1956) supports this conclusion. 
Backman, Secord, and Pierce (1963) also showed that changes 
do occur in self-ratings of college students as a result of manipu¬ 
lated reports and that the degree of change varies with the source 
of the ratings (close friends, relatives, objective professional 
psychologists). 
Benjamin (1950) found that changes in self-assessment as a 
result of contrived feedback also produced changes in performance as 
measured by a mental ability test. Another study (Jones, 1966) 
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indicated that an individual who receives many positive evaluations on 
a particular task is more likely to attempt future performances than an 
individual who receives negative evaluations. 
In summary, it appears that there is some empirical evidence 
suggesting that changes in an individual's self-assessment can be pro¬ 
duced in a contrived educational setting utilizing feedback from signi¬ 
ficant others. There is also some indication that these changes are 
euduring, that they generalize to areas not directly related to the 
feedback, and that they influence performance. If this information is 
to be of any functional value, however, it must be applied in a more 
conventional environment. 
Producing Changes in Students' Self-Esteem Within the Natural School 
Environment 
The following researchers have attempted to produce an increase 
in students' level of self-esteem in the natural school environment. 
McMillan (1978) conducted an eight week (90 min/wk) program 
focusing on the development of personal and social awareness with 
eighty students identified as having low self-esteem. Students were 
selected from a sample of 650 junior high school students from a mid¬ 
dle class suburban town. The selection of students was based on their 
scores on the Coopersmith Self Esteem Inventory and a questionnaire of 
student self-confidence completed by both teachers and students. Fol¬ 
lowing the intervention period, McMillan found a significant differ¬ 
ence in the pre/post test self-esteem gain score for the experimental 
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group but not for the control group. The author concluded that it 
was possible to structure experiences in school that can enhance stu¬ 
dents' self-esteem. 
Giltzow (1981) used the Human Development program Magic Circle 
to attempt to effect a change in the self-esteem of elementary school 
students. She found a significantly higher student self-esteem in 
the experimental group as compared to the control group at the .0001 
level of significance. 
Logsdon and Ewert (1973) evaluated a program focusing on inner 
city junior high school boys which sought to enhance academic achieve¬ 
ment through an increase in self-esteem. This summer residential pro¬ 
gram emphasized the enhancement of self-esteem by providing an oppor¬ 
tunity for these boys to experience success in such activities as 
athletics, academics, arts and crafts, and self-run community living. 
The boys participated in the program for three summers. The results 
indicated that the boys in the experimental group revealed higher self¬ 
esteem scores, higher teacher and parent rated behavior, and greater 
levels of school participation than the control group of boys. No 
significant difference was found, however, in the groups' achievement 
test scores. 
McCormick (1975) investigated the effect of selected valuing 
strategies on the self-esteem of sixth grade students. The analysis 
of the data revealed that there was a positive change in self-esteem 
in the experimental group which was significantly different from that 
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of the control group. Other studies (DePetro, 1975; Covault, 1973) 
have produced a significant change in self-esteem as a result of value 
clarification activities. It is also important to note that in all 
three of these studies the change was assessed over a relatively short 
period of time, ranging from 11 to 16 weeks. 
Schulman, Ford, and Busk (1973) developed a short term (six 
weeks - 12 lessons) self-esteem enhancement program and implemented it 
in nine experimental classrooms at the 6th, 7th, and 8th grade level 
in the metropolitan Chicago area. Eight other classrooms were used 
as the control group. The Coopersmith Self Esteem Inventory (SEI) was 
used to measure the students' self-esteem before and after the inter¬ 
vention. A significant difference on the SEI (p<.05) was found when 
the posttest data was analyzed. Utilizing a similar program and the 
SEI as a pre- and post-measure, Manning (1970) found significant dif¬ 
ferences in the mean gain scores of the experimental group as com¬ 
pared to the control group. 
Although the studies cited thus far have not found a signifi¬ 
cant change in school performance, a number of studies have identified 
such variations to be associated with an increase in self-esteem. 
Producing Changes in School Performance 
Guziak (1975) found significant improvement in self-esteem and 
in some desirable classroom behaviors(raising of relevant questions, 
initiation, self-direction, etc.) when two fifth grade classes were 
exposed to a values clarification program for one hour per week over 
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an eight week period. Self-esteem was measured using the Sears Self 
Concept Scale and student performance was assessed by the teachers 
using the Value Related Behavior Rating Form. 
Price (1980) investigated the effects of an activity-interview 
group counseling process on the self-esteem and classroom behavior of 
a group of middle school students. Using the SEI and the Classroom 
Behavior Inventory as pre- and posttest measures, Price found a signi¬ 
ficant increase in the experimental group at .05 level but not in the 
control group. Thus a change in both behavior and self-esteem can 
be facilitated using this short term (14 week) intervention. When 
treatment was provided to the control group in a second 14-week period, 
the change in self-esteem and behavior was again observed to be signi¬ 
ficant at the .05 level. 
Shur (1975) attempted to show that participation in a group 
counseling program with a small group of fifth grade girls can pro¬ 
duce an increase in self-esteem and a decrease in the level of anx¬ 
iety of these children. Ten girls identified as having low self¬ 
esteem were selected using teacher reports and the results of the SEI. 
The children were randomly assigned to either a group counseling pro¬ 
gram (treatment group) or to a control group. All ten girls com¬ 
pleted the Children's Form of the Manifest Anxiety Scale (CMAS). 
After an eight week period, the level of self-esteem was found to be 
raised significantly (at .05 level) as a result of the group experi¬ 
ence, and the level of anxiety as measured by the CMAS was signifi¬ 
cantly lower. 
Feinman's (1982) study attempted to determine whether the 
implementation of a humanistic education curriculum could significantly 
increase students' self-esteem and school performance. Two hundred 
and six 9th and 10th grade students (104 experimental and 102 control) 
were administered the Piers-Harris Children's Self Concept Scale to 
measure self-esteem and the students' official school records were 
used to measure their performance (attendance, discipline, grades). 
The data indicated that students who participated in the humanistic 
education instruction had a more positive self-esteem, attended school 
more often, and had superior school performance compared to the stu¬ 
dents in the control group. 
Using a value clarification format with seventh grade students, 
Fitzpatrick (1975) also identified a significant change in self-esteem 
and performance. The treatment group (N=263) experienced 16 sessions, 
one hour per week, of selected value clarification strategies. The 
control group (N=274) did not experience a treatment but were other¬ 
wise given the same learning experiences as the treatment group. The 
data analysis demonstrated that the experimental group achieved signi¬ 
ficantly higher gain scores (p^.OOl) than the control group on the 
three measures used (Piers-Harris Children's Self Concept Scale, The 
California Test of Personality, and the Iowa Silent Reading Test of 
Reading Comprehension and Reading Efficiency). The author concluded 
that within a relatively short period of time, value clarification 
strategies had a significant effect upon students' self-esteem, 
adjustment, and reading achievement. 
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Staines (1958) conducted an experiment designed to evaluate 
the effects of teachers' behaviors on elementary school children's 
self-esteem. Two teachers were instructed to behave in clearly differ¬ 
ent ways. The experimental teacher attempted to help students, to know 
them personally, and to give regular positive feedback. The other 
teacher exhibited few of these behaviors that were hypothesized to 
enhance children's self-esteem. After twelve weeks, students in the 
experimental group reported feeling more secure and achieved at a 
higher level than the children in the other group. Although it is 
unclear which factors produced the result, there seems to be some sup¬ 
port for a personalized approach to education. 
This conclusion is consistent with the research presented by 
Aspy and Roebuck (1977) in their book Kids don't learn from people they 
don't like. These authors found that children's reading improved signi¬ 
ficantly more when teachers exhibited a high degree of understanding 
than in classrooms where such understanding did not exist. There were 
also significant decreases in student absenteeism, tardiness, and 
discipline. 
The "high degree of understanding" identified by Aspy and 
Roebuck's study and the "personalized approach" in Staines experiment 
have a great deal in common with the client centered approach to 
psychotherapy. As a matter of fact, Rogers (1980) cites Aspy (1972) 
and Aspy and Roebuck (1974) in making his point that empathy "even in 
the classroom...makes an important difference." (p. 155) Rogers goes 
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on to explain that the understanding of another individual gives the 
recipient that needed confirmation that he/she does exist as a sepa¬ 
rate, valued person with an identity. 
According to Truax and Mitchell (1978) , there are three char¬ 
acteristics of an effective therapist regardless of his/her theoreti¬ 
cal orientation: a certain minimal level of accurate empathetic under¬ 
standing, nonpossessive warmth, and genuineness. It is beyond the 
realm of this paper to report the vast amount of research in the 
client centered tradition that supports the effectiveness of these 
conditions in facilitating the enhancement of self-esteem (Bergin and 
Strupp, 1972; Brammer, 1979; Combs, Avila, and Purkey, 1971). It 
will be assumed that these conditions are efficacious, and that they 
can be utilized in an educational environment as demonstrated by Aspy 
and his associates and Carkhuff and his colleagues. 
Summary 
Many studies (McCormick, 1975; DePetro, 1975; Covault, 1973; 
Schulman, Ford, and Busk, 1973; Manning, 1970) have identified an 
increase in self-esteem as the result of some type of group interven¬ 
tion (value clarification, self-esteem enhancement, humanistic educa¬ 
tion, etc.). Other studies (Guziak, 1975; Price, 1980; Shur, 1975; 
Staines, 1958; Feinman, 1982; Fitzpatrick, 1975) have also found con¬ 
comitant changes in performance (attendance, grades, class participa¬ 
tion, etc.) with increases in the level of self-esteem. Hence, it 
appears from a review of these studies that it is possible to 
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facilitate an increase in students' measured self-esteem within the 
school environment over a short period of time (6-16 weeks) utilizing 
a group approach, it also seems reasonable to conclude that increases 
in self-esteem are associated with various aspects of school perfor¬ 
mance. Finally, it would appear from the results of these studies 
that group approaches focusing on the development of self-esteem 
should be an integral part of the school curriculum. 
The orientation selected for this study places a prime empha¬ 
sis on the development of self-worth through respect and acceptance 
as opposed to the development of personal efficacy through academic 
success. It must be noted that these two theoretical dimensions of 
self-esteem (self-worth and personal efficacy) are interactive and 
that they are only separable in an abstract sense. It is, however, 
the enhancement of the individual's self-worth from a theoretical 
perspective that will be emphasized. 
The following paragraph is a brief conceptualization of the 
theoretical approach being presented for this study. In summarizing 
the literature, it appears that success or academic achievement will 
enhance self-esteem (personal efficacy) and foster further academic 
achievement. Also, acceptance, respect, and understanding from signi¬ 
ficant others (parents, teachers, peers) appears to be a source of 
self-esteem (self-worth) which facilitates personal growth and 
development. Since self-worth and personal efficacy are assumed to 
be interactive, then it should be possible to effect change in a 
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student's academic achievement by enhancing his/her self-worth through 
the acceptance, understanding and respect of a significant other. 
A graphic presentation of the relationship between self-esteem 
and performance is presented by Burns (1979) as a clearly circular 
process (see Figure 2.1). 
The interactive nature of personal efficacy and self-worth are 
illustrated in Burn's circular design. Geraty (1983) shows support 
for this conception when he states, "There is often a self-perpetuat¬ 
ing circuit: Success experiences lead to a positive perception by 
others which in turn results in even more success experiences." 
(p. 264) Once a positive spiral has been set into motion, the process 
tends to continue in that direction. It seems reasonable to conclude 
that an intervention can be applied at any point in the process, pro¬ 
ducing change throughout the system. In this study, the intervention 
(as shown in Figure 2.1) attempts to raise students' feelings of self- 
worth by providing an understanding, accepting and caring environment. 
This "positive perception" by the counselor is assumed to facilitate 
the growth and development of self-esteem and the development of self¬ 
esteem is a primary prerequisite to learning. When the child feels 
good about him/herself, he/she can begin to invest in the world of 
people and things. He/she can begin learning something new, meeting 
new friends, playing new games, and taking on new challenges. He/she 
will not, however, take a risk if he/she fears rejection or failure. 
54 
0 
Pupil's perception of evaluation 
and expectations held for him/ 
her by significant others 
Teacher and parent 
non-verbal and verbal 
communication to pupil 
Intervention 
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of self 
A 
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pupil by teacher and 
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Pupil's self-concept 
of ability 
Teacher's and parent's 
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It is important to note the location at which 
the intervention in this study plans to enter into the system. 
Figure 2.1. Relationship Between Self-Esteem and School Performance 
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Canfield and Wells (1976) have clearly described the potential 
risks that are intricately part of the educational environment. 
In any potential learning situation, the student is asked to 
take a risk: to write a paper that will be evaluated, to 
make a recitation which may be laughed at, to do board work 
that may be wrong, to create an object of art that might be 
judged, etc. In each situation he is risking error, judg¬ 
ment, disapproval, censure, rejection, and, in extreme cases, 
even punishment. At a deeper level the student is risking 
his or her self-concept, (p. 7) 
Students with high self-esteem obviously have an advantage in 
this case for they are anticipating success and yet they can withstand 
failure if it should occur. In contrast, students with low self-esteem 
are reluctant to risk for they anticipate and at the same time fear 
failure. 
CHAPTER III 
METHODOLOGY 
This chapter includes an introduction to the proposed method¬ 
ology and information regarding the sample population, the instrumen¬ 
tation, and the research design. A description of the procedures 
used throughout the data collection process and a timeline specify¬ 
ing the sequence of events is also included. Finally, an overview 
of the statistical approaches used in analysing the data is presented. 
Introduction 
Causal relationships between elements of human behavior are 
difficult to substantiate. As related to this study, for example, 
it is questionable, utilizing previous research data, whether self¬ 
esteem is the cause or the result of academic achievement. "Many 
educators believe that improved self-esteem will lead to greater 
academic achievement. However, it should be noted that this has 
nowhere been demonstrated empirically." (Rubin, Dorle, and Sandidge, 
1976, p. 4) Problems of interaction effects (reciprocal influence) 
and measurement (instrumentation, methodology, etc.) often contri¬ 
bute to the difficulties experienced in attempting to establish a 
cause and effect relationship. Nevertheless, if educational 
leaders intend to effect change in students' performance, then edu¬ 
cational researchers must grabble with the complexities of the 
experimental design. 
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Many researchers have chosen to use a correlational method¬ 
ology to avoid some of the pitfalls that are ever present in an 
experimental design. Most of the self-esteem studies examine corre¬ 
lations between measures of self-esteem and other constructs (e.g., 
anxiety, achievement, etc.) or differences in mean self-esteem scores 
between various populations of students (age, sex, grade, etc.) Some 
studies have identified changes in self-esteem due to some treatment 
such as psychotherapy or participation in little league baseball, 
but few designs attempt to measure changes in academic performance 
as a result of an intervention which focuses on producing a change 
in the individual's sense of self-worth. Thus, studies investigat¬ 
ing the relationship between a treatment aimed at enhancing self- 
worth and its ultimate effect upon performance are scarce. 
The following paragraph is a brief conceptualization of the 
problem being presented in this study. From a review of the litera¬ 
ture (Chapter II) , it appears that success or academic achievement 
will enhance self-esteem (personal efficacy) and foster further 
academic achievement. Also, acceptance, respect, and understanding 
from a significant other appears to be a source of self-esteem (self- 
worth) which facilitates personal growth and development. Since 
self-worth and personal efficacy are assumed to be interactive, 
both being aspects of an individual's general self-esteem, then it 
should be possible to effect change in a student's academic achieve¬ 
ment by enhancing his/her self-worth through the acceptance, 
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understanding, and respect of a significant other who in this case 
is the guidance counselor. The ensuing hypotheses are this research 
er's attempt at testing this rationale. 
Hypotheses 
Hypothesis I 
The mean of the posttest self-esteem scores (as measured by 
the Coopersmith Self Esteem Inventory (SEI) of students who partici¬ 
pate in group guidance classes which focus on the development of 
self-esteem will be significantly greater than the mean of the post¬ 
test self-esteem scores of those students in the control group. 
Hypothesis II 
Students who participate in group guidance classes which 
focus on the development of self-esteem will achieve significantly 
higher grades, better scores in conduct and effort, a lower absentee 
rate, and fewer detentions than those students in the control group. 
Hypothesis III 
Students in the experimental group who demonstrate an 
increase in self-esteem (as measured by a pre/posttest discrepancy 
on the SEI) which is greater than the mean increase of the control 
group will also show significantly greater scores in academic 
achievement, conduct and effort and significantly fewer detentions 
and absences from school than those students in the control group 
who did not show an "increase" in their measured level of self¬ 
esteem. 
0 
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The next two hypotheses were generated in an attempt to iden¬ 
tify other variables that may have had an effect on the students' 
measured level of self-esteem and their school performance (grades in 
English, mathematics, science, social studies, and reading and scores 
in effort and conduct). 
Hypothesis IV 
Female students will achieve significantly higher scores than 
male students in their measured level of school performance and self¬ 
esteem. 
Hypothesis V 
Students in the level 1 classes (above average groups) will 
obtain higher scores than students in either the level 2 classes 
(average groups) or the level 3 classes (below average groups) in 
their measured level of school performance and self-esteem. 
Sample 
The subjects selected for this study were sixth grade stu¬ 
dents from one of the two middle schools in a central New England 
town. The town is a small (13,000) upper middle class suburban com¬ 
munity bordering the northwest corner of a large city (175,000). 
The school system is comprised of three K-5 elementary schools, two 
6-8 middle schools, and a five town regional high school system. 
There are approximately 325 students in each of the middle schools. 
Both middle schools have a team teaching concept implemented 
in all three grades. One team of five teachers provides the basic 
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academic instruction which includes English, reading, mathematics, 
science, and social studies to all sixth grade students. The class 
schedule (order of periods) is rotated each day so that the time of 
day a particular subject meets varies continuously. All classes are 
45 minutes in length. 
Students are grouped into one of three levels of instruction 
based on their ability and achievement with a priority given to 
mathematics and reading. As a result, science and social studies 
classes are more or less heterogeneously grouped. Class size will 
range from approximately 30 in the level I class (above average 
group) to approximately 13 in the level III class. 
Aside from the basic academic requirements, every sixth 
grade student receives two periods each of industrial arts or home 
economics (1/2 year each) and physical education. They also 
receive one period of art and music each week and two periods of 
supervised study. Calculated on a 35 period week, this leaves two 
periods. The experimental group will have one additional super¬ 
vised study and one period for a guidance class per week for the 
first ten weeks of the school year. The remainder of the sixth 
grade students, the control group, will be scheduled into two per¬ 
iods of an introductory foreign language program (French). 
Of the 112 sixth grade students, 60 students are female and 
52 are male. The proportion of male students to female students is 
maintained in both the control group and the experimental group. 
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The number of students at the various leveis of instruction is aiso 
the same for both groups. 
Past Iowa Achievement Test scores have placed the mean of 
these 6th grade students at the 85th percentile nationally. Their 
report card grades, however, are usually represented by a curve that 
is only slightly skewed in the "A" direction. 
Most of the students come from families that have similar 
socioeconomic backgrounds. There are very few minorities in the 
student population (one Vietnamese and one Black). a small portion 
of the families (approximately 5%) do not own their own home. The 
student population is relatively stable, with less than 5% of the 
sixth grade students experiencing a move either in or out of the 
system in any given year. 
Instrumentation 
Measurement of Self-Esteem 
The Coopersmith Self Esteem Inventory (SEI: Coopersmith, 
1967) was selected to evaluate the level of general self-esteem of 
sixth grade students prior to and following the intervention period. 
The school form contains 58 items; eight items form a "lie" scale 
and the remaining 50 items form the self-esteem measure. The items 
are simple, self-descriptive statements to which the individual 
responds "like me" or "unlike me" (See Appendix A.) 
The SEI was chosen for this study for a number of reasons. 
First of all, the instrument itself was developed with fifth and 
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sixth grade students making it appropriate, at least age-wise, for 
this sample population. Secondly, it contains a "lie" scale that 
helps add some creditility to this area of assessment which is typi¬ 
cally plagued with criticisms regarding the influence of socially 
desirable and defensive responses in the overall measurement of self¬ 
esteem. It is felt that although there are admitted inadequacies in 
the self-report design, the benefits of a phenomenological perspective 
outweigh the drawbacks in this situation. 
Coopersmith included in his inventory questions from several 
different areas relating to school, family, peers, self, and general 
social activities. Although Coopersmith does not present any empiri¬ 
cal evidence that would support the use of these subscales as separate 
areas of self-appraisal, their face validity and their consistency 
with the theoretical formulations of this study warrants some consid¬ 
eration. The ability of this instrument to identify specific aspects 
of self-esteem was an asset in the data analysis. 
Not the least of the advantages of the SEI was its ease of 
administration and scoring as compared to the many hours of observa¬ 
tion and standardization that is necessary when interpreting self¬ 
esteem from behavior. Also, since the specific goal of this study 
was to identify the effect that self-esteem has upon school perfor¬ 
mance, it would be meaningless to make assumptions about self-esteem 
derived from the observations of that performance. In this latter 
observed behavior becomes the determinant of self-esteem. 
case, the 
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Therefore, a self-report measurement approach was more appropriate 
for this study. 
Another advantage of the SEI is that it was designed as a 
self-esteem measure as opposed to a self-concept measure (Calhoun and 
Morse, 1977). The definition of self-esteem that Coopersmith uses as 
the foundation to his measurement of this construct contains two 
basic aspects (self-worth and personal efficacy) that are fundamen¬ 
tal to this study. 
Finally, the SEI was developed from Rogers and Dymond's 
(1954) scale and the influence of the client-centered tradition and 
its emphasis upon feelings of self-worth is consistent with the 
approach used in this study. Rogers' "necessary and sufficient 
conditions" will certainly be an integral part of the treatment plan. 
Reliability of SEI. The total score test-retest reliability 
coefficient of the SEI was 0.88 over a five week interval with a 
sample of 30 fifth grade students and a coefficient of 0.70 was 
obtained over a three year period with a sample of 56 students. 
Spatz and Johnston (1973) administered the SEI to over 600 students 
in grades 5, 9, and 12 in a rural school district and they found 
Kuder-Richardson formula 20 reliability coefficients of 0.81 for 
grade 5 students, 0.86 for grade 9 students, and 0.80 for grade 12 
students. These coefficients are consistent with those obtained by 
KimbaLl (1972) and Taylor and Reitz (1968) using a split-half method. 
This data suggests that a dependable measure of self-esteem can be 
obtained using the total score. 
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Validity of SEI. Self-inventory scales such as the SEI are 
frequently validated through matching their results with either rat¬ 
ings of observable behavior or with the opinions of a panel of 
experts. Although it is questionable whether validation through 
congruence with external observations is appropriate to an instru¬ 
ment that is based on phenomenological theory (Rubin, Dorle and 
Sandidge, 1976) , both approaches will be presented. 
The statements in the SEI were constructed predominantly, 
as previously stated, from items selected from Roger and Dymond's 
(1954) scale. The set of statements were then submitted to five 
psychologists who sorted them into two groups: those that were indi¬ 
cative of a high self-esteem and those that were indicative of a low 
self-esteem. Items that were not unanimously sorted in either 
direction were disregarded. 
Following an initial testing of the instrument, Coopersmith 
(1967) used the SEI to conduct an extensive investigation of self¬ 
esteem and its relationship to behavior. Working with fifth and 
sixth grade students, Coopersmith administered the inventory to 1,748 
children. He also had their teachers rate them on a 14 item, 5 point 
scale of behavior (Behavior Rating Form) presumed to be related to 
self-esteem. Items in the teacher questionnaire referred to such 
behaviors as the child's confidence in new situations, reaction to 
failure, need for encouragement and reassurance, etc. (see Appendix 
B) . The results indicated that there is a significant relationship 
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between student's self-esteem and school performance as rated by 
their teachers. Children with high self-esteem were more confident 
in new situations, participated in discussions more frequently, 
showed novelty and independence of judgment, and had greater ease 
in forming social relationships than their less self-accepting 
counterparts. 
In a similar study of self-esteem and teacher's reported 
behavior, Nelson (1970) compared the SEI scores of students who were 
ranked by their teachers at opposite ends of the self-esteem contin¬ 
uum. The scores of the students who were judged to be in the lowest 
20% of the sample were found to be significantly different (p<.001) 
than the scores of the students who were in the highest 20% of the 
sample. The mean SEI score for the lower group (n=56) was 64.9 while 
the score for the higher group (n=56) was 82.6. 
Two other studies (Michael, Plass and Lee, 1972; Wood and 
Johnson, 1972) have examined the construct validity of the SEI by 
comparing students' self-ratings with ratings made by their teachers. 
Using 30 sixth grade students as subjects and two of their teachers 
as observers, Michael, Plass, and Lee failed to find a significant 
correlation between the two measures of self-esteem. Wood and 
Johnson, in a similar study, found a low but positive relationship 
between SEI scores and teacher ratings for a group of 8 to 12 year 
old boys in a special class for children with severe behavioral prob¬ 
lems . 
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Concurrent Validity of SEI. Simon and Simon (1975) corre¬ 
lated the SEI and SRA Achievement Series scores of eighty-seven 
children in grade 4 and obtained a coefficient of 0.33 (p<.01). 
These same SEI scores were also correlated with scores of the Lorge- 
Thorndike Intelligence Test and a correlational coefficient of 0.30 
was obtained. 
Rubin (1978) found correlations between the SEI and the 
Stanford Achievement Test (Reading and Arithmetic Computation sub¬ 
tests) ranged from 0.24 for nine year olds to .42 for fifteen year 
olds. The author concluded that self-esteem becomes more stable as 
young people move into early adolescence, thus contributing to the 
higher correlation with increased age. 
Fullerton (1972) administered the SEI to 104 boys and girls 
in grades 5 and 6. All of the children were gifted students with IQ 
scores of 130 or above. The behavior observations of self-esteem 
as measured by the Behavior Rating Form (BRF: see Appendix B) cor¬ 
related highly with the SEI (r=.44, p<.005). 
Finally, a study of the relationship between the SEI scores 
and each of two measures of general anxiety and test anxiety in a 
sample of over 4,000 students in grades four through eight was con¬ 
ducted by Many and Many (1975). Their results indicated that there 
were statistically significant negative correlations between the 
measure of self-esteem and each of the two measures of anxiety. The 
lowest correlation was found with fourth grade students (-.24) while 
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the most significant correlation was identified using the measure of 
test anxiety with sixth grade students (-.42). 
Measurement of School Performance 
The measures of school performance, such as academic grades, 
scores in effort and conduct, the number of days absent, and the num¬ 
ber of detentions were obtained from the students' school records. 
Research Design 
This study was an experimental control group design with a 
randomized sample. Pre-, post-, and follow-up assessments were con¬ 
ducted (see Figure 3.1). 
There are a few obvious drawbacks to the pre/posttest design 
of this study. First of all, there was some practice effect involved 
in using the same form of the SEI for both administrations. Also, 
since this data (self-esteem scores) was collected by the researcher 
himself who also conducted the group guidance activities, there may 
have been some bias in the data collection process; the performance 
data (grades, conduct, effort, etc.), however, was recorded by the 
classroom teachers who were unaware of the purpose of the study. 
Finally, it is recognized that the curriculum for the group guidance 
classes was developed by the researcher from a number of sources 
over the past eight years and that its suitability specifically to 
his style of teaching and personality makes replication of the 
results much more difficult. 
p 
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n = 112 6th grade students 
Pretesting 
Coopersmith Self Esteem Inventory 
(randomized assignment by principal 
EXPERIMENTAL GROUP 
n = 56 
CONTROL GROUP 
n = 56 
group guidance classes 
9-10 students per class 
introductory foreign 
language program 
90 minutes per week 
10 weeks 
10 sessions - 45 minutes 
each week, focusing on 
the development of 
self-esteem 
^ Posttesting 
Coopersmith Self Esteem Inventory 
Accumulation of every student's 
grades, attendance, conduct and 
effort scores, number of detentions 
/ \ 
Follow-up Period 
for 
Experimental Group 
Accumulation of 
performance data 
over the 6 weeks 
The Control Group 
began group 
guidance classes 
during the 
follow-up period 
Figure 3.1. Research Design 
69 
2 
On the positive side, the randomized assignment to groups, 
the use of a control group, and the similarity among the students in 
the sample population (similar backgrounds, same teachers, etc.) 
greatly diminishes the amount of error variance in the design. 
Procedure 
On September 7, 1984, all sixth grade students (n=112) at 
Jefferson Middle School were given the Coopersmith Self Esteem 
Inventory (see Appendix A) in their math class by the school guidance 
counselor. The instructions on the front page of the inventory were 
read to the class. It was also stated that "the purpose of this 
questionnaire is to help me to get to know your likes and dislikes 
better. I will be the only person to see your answers." (see Appen¬ 
dix A) The words "self-esteem" or "self-concept" were not used. 
This precaution helped to diminish the number of bias responses that 
may have invalidated the testing. 
On September 10, half of the sample population (experimental 
group) began participating in group guidance classes which focused 
on the development of self-esteem. The other half of the sixth 
grade sample (control group) participated in a foreign language pro¬ 
gram. Students were randomly assigned to either the control or 
experimental group prior to the start of school in September by the 
school principal. All sixth grade students were placed into one of 
twelve groups, six of which participated in group guidance activi¬ 
ties (see Appendix C for copy of the curriculum). These classes 
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were forty-five minutes in length and they occurred once a week for 
ten weeks. They were located in the reading classroom which was 
unoccupied at these times. Students sat around a large table situ¬ 
ated at the front of the classroom. The room was well lighted and 
free from distracting noises. 
Information regarding each student's performance in school 
was compiled throughout this ten week period. Every teacher kept a 
record of each student's grades on tests, quizzes, projects, and 
homework assignments. At the end of ten weeks, a grade in conduct 
and effort was also given to each student. Finally, a record was 
kept of each student's detentions and his/her daily attendance. 
Following the experimental period, all sixth grade students 
were readministered the Coopersmith Self Esteem Inventory under the 
same conditions and utilizing the same procedures as in the pre¬ 
vious administration of the inventory. 
Six weeks subsequent to the posttesting, students in the 
experimental group were again evaluated utilizing all of the perfor¬ 
mance criteria listed earlier. This follow-up period investigated 
changes only in the experimental group since the control group had 
begun their group guidance classes during this time. (Figure 3.2) 
Treatment; Group Guidance Activities 
The treatment for this study attempted to enhance students' 
self-esteem by facilitating their self-awareness and then responding 
to their declared self with acceptance, understanding, and respect. 
September 7 
September 10- 
November 21 
November 30 
December 3- 
January 15 
January 16 
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All sixth grade students were 
administered the Coopersmith 
Self Esteem Inventory. 
experimental group 
56 sixth grade 
students participated in 
group guidance class... 
one 45 minute period per 
week for 10 weeks. 
CONTROL GROUP 
56 sixth grade 
students participated in 
an introductory foreign 
language program...90 
minutes per week for 10 
weeks. 
All sixth grade students were 
readministered the Coopersmith 
Self Esteem Inventory. 
Effort and conduct scores for each 
student were collected along with 
academic grades over the ten week 
period. The number of detentions 
for each student and his/her 
attendance was also recorded. 
Follow-up period 
An accumulation of the performance 
data (grades, conduct, effort, and 
attendance) over the 6 week follow¬ 
up period was recorded for the 
experimental group. 
Figure 3.2. Time Schedule 
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It is necessary to bear in mind that self-concept development 
is an important aspect of self-esteem enhancement, if a person does 
not have a realistic self-concept he/she will be confused by the reac¬ 
tions of others. If his/her self-concept is narrow, he/she will have 
unfamiliar areas of the self which may cloud or hinder his/her deci¬ 
sion-making ability. Therefore, a realistic and extensive self- 
concept leads to better decision-making which in turn leads to 
increased competency and congruence with feelings, needs, values, and 
goals. 
Being aware of one's self is, however, a necessary but not a 
sufficient condition for effective functioning. A child must act to 
obtain his/her goals and he/she must feel worthy of the rewards in 
order to pursue these goals. If a child lacks that sense of worthi¬ 
ness, he/she will fail to act in the self-asserting way that is 
required for his/her well being. 
The treatment, therefore, focused on the development of self- 
awareness in an atmosphere that facilitated open and honest communi¬ 
cation and promoted students' feelings of self-worth. 
The foundation for this approach is based upon the theoretical 
perspective advanced by Carl Rogers (1961). According to Rogers, 
when individuals who are placed in a growth-facilitating environment 
start to reveal material about themselves that they have not pre¬ 
viously communicated, they begin to discover unknown elements in them¬ 
selves. As they perceive these new aspects they initiate the process 
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of altering their present self-concept. The new element, is, in an 
understanding and accepting environment, owned and assimilated into 
a new self-concept. Finally, the experience of being valued as a 
unique individual brings about an acceptance of self (self-worth) 
that facilitates further growth and development, it is this process 
that is the goal of the treatment that is described in Appendix C. 
Data Analysis 
The first step in the statistical analysis of the data involved 
a comparison (t-test) of the pretest self-esteem scores to determine 
if there was a significant difference between the mean scores of the 
experimental group and the mean scores of the control group. The pre¬ 
vious years performance of both groups (grades, attendance, conduct, 
and effort) were also compared in order to substantiate the assumption 
of randomness. 
The Statistical Package for the Social Sciences (SPSS) was 
employed throughout for the computer data analysis. A t-test was 
used when a comparison was being made between two factors such as 
male students versus female students and an ANOVA was used when the 
variable contained three or more factors such as the levels of instruc¬ 
tion (level 1, level 2, and level 3). 
All hypotheses were stated in the null hypothesis form and 
accepted or rejected at the .05 level of significance. 
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Limitations of the Study 
There were many limitations in this experimental design, 
some of which occurred as a result of utilizing a natural school 
environment. For example, problems with arranging student schedules 
so that every student was able to participate in both the foreign 
language program and the group guidance activities combined with the 
principal s requirement that all sixth grade students participate in 
both programs prior to the midyear decreased the number of weeks 
available for treatment to ten (twenty weeks divided by two). Also, 
a no treatment group which was not an option would have provided a 
contrast that may have facilitated the identification of other 
variables contributing to the change in self-esteem. 
Other limitations were associated with the assessment of 
self-esteem and school performance. Self-esteem is an abstract per¬ 
sonality construct. Since direct access to it is impossible, infor¬ 
mation regarding the individual's self-esteem is usually derived 
from a self-report instrument or fron inferences made from observed 
behavior. In this study, a self-report measure of self-esteem was 
used. This type of assessment is dependent on what the individual 
is ready, willing, and able to express about him/herself. The 
assessment of school performance on the other hand was limited to 
the specific areas assessed (grades in English, mathematics, science, 
social studies, and reading, scores in effort and conduct, number of 
absences and number of detentions). Other areas of school 
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performance such as attention in class, pride in work, enthusiasm, 
etc. were not measured. 
This study was conducted in an all white, upper middle 
class community on the outskirts of a relatively large Northeastern 
industrial city. Participation in this study was limited to 6th 
grade students in a single middle school. Generalization outside 
of these parameters is limited. 
CHAPTER IV 
ANALYSIS OF THE DATA 
Introduction 
The major purpose of this study was to determine whether the 
self-esteem and school performance (grades, conduct, effort and 
attendance) of sixth grade students could be improved through expo¬ 
sure to ten weeks (45 min./wk.) of group guidance activities. This 
chapter presents the results of the data for the major hypotheses. 
In addition, data are presented for the related hypotheses concerning 
pre-treatment differences between the experimental and control groups 
and sex and level of instruction differences in both self-esteem and 
school performance. 
The data presented in this chapter were collected by using a 
sample of 96 sixth grade students (50 control and 46 experimental) in 
an upper middle class community in central New England. The accessible 
population from which the sample was drawn totaled 115 students. The 
research instrument was the Coopersmith Self Esteem Inventory. Other 
data (grades, effort, conduct and attendance) were collected from stu¬ 
dents' school records. 
Analyses of variance and t-tests were the statistical proced¬ 
ures employed. All hypotheses were treated at the .05 level of signi¬ 
ficance . 
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Pretreatment Comparisons 
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The analysis begins with an examination of the pretreatment 
data to determine if there was a statistically significant difference 
between the mean scores of the experimental group and the mean scores 
of the control group. Although the students were randomly assigned to 
both groups, it was decided to check the validity of this assumption. 
The SPSS t-test computer program was utilized to investigate the dif¬ 
ferences, if any, between the two groups in relation to the students' 
end of the previous year grades in English, mathematics, science, 
social studies, reading and conduct, their previous year attendance 
records and their pretest self-esteem scores. 
There is no statistically significant difference 
between the control group and the experimental 
group at the .05 level for any of the following 
criteria: students' end of the previous year 
Ho * 
grades in English, mathematics, science, social 
studies, reading and conduct, their previous 
year attendance records and their pretest self¬ 
esteem scores. 
The hypothesis cannot be rejected. Thus the assumption of 
randomness was supported since there were no significant differences 
between the two groups for any of the criteria listed above. 
There were, however, a couple of interesting differences 
between the two groups at the pretest data collection point that are 
worth mentioning. First of all, the mean scores for the experimental 
group were less than the mean scores for the control group in every 
area except for grades in English where the mean score of the control 
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group (Me - 7.98, SD - 1.87) was only slightly greater than the mean 
score of the experimental group (Me = 7.94, SD = 2.18). Also the 
variance (F-test) was significant at the .05 level for the self-esteem 
(F = 1.86, P<.05) and science (F = 1.80, p<.05) scores. Even with the 
icant difference in variance between the two groups in these 
areas, however, the t-tests using a separate variance estimate showed 
no significant difference in their means (self esteem: t = .74, p>.05; 
science: t = .24, p>.05). Therefore the assumption of randomness was 
maintained. See Table 1 for a more detailed presentation of the sta¬ 
tistics . 
Effect of Treatment on Self-Esteem 
The first major hypothesis of the study concerned any differ¬ 
ences in the measured level of self-esteem that existed between the 
experimental group and the control group following the treatment 
period. 
There is no statistically significant difference at 
the .05 level in the mean self-esteem scores as 
measured by the Coopersmith Self Esteem Inventory 
of students who participated in ten weeks of group 
Hosl guidance classes which focus on the development of 
self-esteem (experimental group) and those students 
who did not take part in the group guidance classes 
(control group). 
This hypothesis cannot be rejected. The mean self-esteem 
scores of the experimental group (Me = 77.04, SD = 14.22) was only 
slightly higher than the mean self-esteem score of the control group 
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(Me - 76.48, SD = 12.57). The statistics are presented in TabXe 2. 
Table 2 
Comparison of Self-Esteem Scores for Experimental 
and Control Groups Following Treatment 
Group N M SD F 
F 
Prob. T df 
t 
Prob. 
Experimental 46 77.04 14.22 
1.28 
.40 .21 94 .84 Control 50 76.48 12.57 
Further data analysis revealed a statistically significant 
increase (t = 3.01, p<.01) in the mean self-esteem scores of the 
experimental group from pretest (Me = 71.57) to posttest (Me = 77.04). 
There was also an increase in the mean self-esteem score of the con¬ 
trol group from pretest (Me = 73.82) to posttest (Me = 76.48) but the 
difference was not significant at the .05 level (t = 1.68, p>.05). 
Table 3 contains the t-test data and the mean self-esteem differences 
for both the experimental group and the control group. 
A t-test comparing the self-esteem gain scores of the control 
group (Me = +2.66) with the self-esteem gain scores of the experi¬ 
mental group (Me = +5.48), however, did not identify a significant 
difference (t = 1.20, p>.05). Table 4 contains the relevant statis¬ 
tics for this comparison. 
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Table 3 
A Comparison of Pretest and Posttest Self-Esteem Scores 
for Students in the Experimental Group and Control Group 
Variable Group11 N M SD 
Mean 
Differ¬ 
ence 
t 
Proba- 
Self- 1 pretest 71.57 16.81 
Esteem 
1 posttest 
46 
77.04 14.22 
+5.48 +3.01 45 .004* 
Self- 2 pretest 73.82 12.32 
Esteem 
2 posttest 
50 
76.48 12.57 
+2.66 +1.68 49 .10 
*Group 1 = Experimental Group *significant at .01 level 
Group 2 = Control Group 
Table 4 
A Comparison of the Self-Esteem Gain Scores Between Students 
in the Experimental Group and Students in the Control Group 
N 
Mean 
Gain 
Score SD 
F 
value 
F 
Proba¬ 
bility 
t 
value df 
t 
Proba¬ 
bility 
Experimental 46 5.48 12.34 
1.21 .51 1.20 94 .23 
Control 50 2.66 11.21 
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Effect of Treatment on Subscale Scores of Self-Esteem Inventory 
The Coopersmith Self Esteem Inventory (SEI) contains sub¬ 
scales designed to measure certain factors contributing to the indi¬ 
vidual's overall level of self-esteem. These factors attempt to 
measure self-attitudes in regards to peer relations, parental accep¬ 
tance and respect, success or failure in school, and a global or 
general dimension. 
It was hypothesized that since the group guidance activities 
were designed to influence students' self-esteem through the 
reflected appraisal of a significant other (counselor), then the 
subscale score that would be most affected by this intervention 
would be the home-parents subscale. Although the statements in this 
subscale deal specifically with parents (e.g., "My parents usually 
consider my feelings") , it is assumed that the self-attitudes 
reflected in these statements are affected by other significant 
adults in the child's environment. According to Brookover et al. 
(1964), it is the generalized significant other's perceived evalua¬ 
tion that is most highly correlated with the individual's reported 
self-esteem. It was also assumed that students in the control 
group, being exposed to a positive academic experience in a foreign 
language, would score higher on the school-academic subscale. Two 
hypotheses were generated from this rationale. 
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There is no statistically significant difference 
between the mean of the pretest self-esteem 
Ho:^ scores and the mean of the posttest self-esteem 
scores on any of the subscales of the SEI for 
the students in the experimental group. 
The hypothesis was rejected. There was a significant differ¬ 
ence in two of the four subscales: home-parents (p<.001) and general 
(p<.05) . In the home-parent subscale the mean score increased from 
11.43 to 13.17; a gain of 1.73 (t = 3.43, p<.001). The general self 
subscale also increased significantly from a mean of 36.96 to 39.17; 
a gain of 2.22 (t = 2.20, p<.05). The peer-social subscale showed 
the smallest increase (.65), going from 12.13 to 12.78, while the 
school academic subscale showed a gain of .91 increasing from 10.91 
to 11.83; both gains were not significant at the .05 level (see Table 
5) . 
The next hypothesis investigates the changes in self-esteem 
as measured by the subscales of the SEI for students in the control 
group. 
There is no statistically significant difference 
between the mean of the pretest self-esteem 
Ho:3 scores and the mean of the posttest self-esteem 
scores on any of the subscales of the SEI for 
the students in the control group. 
The hypothesis was rejected. There was a significant increase 
in the school-academic subscale score for the control group (t = 2.07, 
p<.05) . The mean posttest score of 11.84 was 1.22 higher than the 
mean pretest score of 10.61. This result is consistent with the 
theory presented earlier which accents success (in this case, success 
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Table 5 
Comparison of the Pretest and Posttest Scores 
for the Experimental Subjects in Each of the 
Subscales of the Self-Esteem Inventory 
Variable N M SD 
Mean 
Difference 
t 
value 
2-tailed 
Probability 
Peer 
Pretest 
Posttest 
46 12.13 
12.78 
3.66 
3.44 
.65 -1.48 .14 
School 
Pretest 
Posttest 
46 
10.91 
11.83 
3.52 
3.29 
.91 -1.89 .07 
Home 
Pretest 
Posttest 
46 
11.43 
13.17 
4.209 
3.466 
1.74 -3.43 .001* 
General 
Pretest 
Posttest 
46 
36.96 
39.17 
8.98 
7.22 
2.22 -2.20 .03* 
♦significant 
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m a foreign language) as having an effect on student's academic 
self-esteem. The increase in the academic self-esteem, however, did 
not coincide with a significant increase in the general level of 
self-esteem. The general self-esteem subscale score increased from 
38.33 to 38.82; a gain of .49 (t = .55, p>.05). a more detailed 
presentation of the statistics is located in Table 6. 
Effect of Treatment on School Performance 
The next major hypothesis of this study concerned any differ¬ 
ences that existed between the control group and the experimental 
group in certain areas of school performance following the treatment 
period. It was hypothesized that the group guidance activities would 
enhance self-esteem and school performance. 
There is no statistically significant difference 
at the .05 level in the mean scores in conduct, 
effort, grades in English, mathematics, science, 
social studies and reading, and the number of 
. days absent and the number of detentions for 
Ho *4 
those students who participated in ten weeks of 
group guidance classes which focused on the 
development of self-esteem (experimental group) 
and those students who did not take part in the 
group guidance classes (control group). 
The hypothesis cannot be rejected. There were no signifi¬ 
cant differences at the .05 level in the mean scores of the control 
group and the experimental group for any of the criteria investi¬ 
gated (scores in effort and conduct, grades in English, mathematics, 
science, social studies, reading, and the number of detentions and 
absences from school). 
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Table 6 
Comparison of the Pretest and Posttest Scores for the 
Control Subjects in each of the Subscales 
of the Self-Esteem Inventory 
Variable N M SD 
Mean 
Difference 
t 
value 
2-tailed 
Probability 
Peer 
Pretest 
Posttest 
School 
49 
12.41 
12.65 
2.83 
3.20 
.24 - .53 .60 
Pretest 
Posttest 
Home 
49 
10.61 
11.84 
3.35 
3.36 
1.22 -2.07 .04* 
Pretest 
Posttest 
General 
49 
12.49 
13.18 
2.60 
2.94 
.69 -1.58 .12 
Pretest 
Posttest 
49 
38.33 
38.82 
7.52 
7.12 
.49 - .55 .58 
*significant 
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The mean academic grades for the experimental group ranged 
from a high in mathematics (Me = 8.30) to a low in reading (Me = 7.07) 
where 7.00 is equivalent to a B- and 8.00 is equivalent to a B (Appen¬ 
dix E contains a listing of the letter grades and their corresponding 
numerical scores). The control group's highest mean grade was also 
in mathematics (Me = 8.65) and its lowest mean grade was similarly in 
reading (Me = 7.55). In both of these subject areas the mean of the 
control group was higher than the mean of the experimental group. In 
fact, only in science was the mean of the experimental group (Me = 
7.98) greater than the mean of the control group (Me = 7.61). 
In effort, conduct, number of absences, and number of deten¬ 
tions there were mixed results. It is important to keep in mind 
that in these four areas the lower scores are more desirable. 
The mean number of absences for the experimental group was 
1.02 while the mean number of absences for the control group was 
1.43 (t = -1.16, p>.05). The mean conduct grade for the experi¬ 
mental group (Me = 5.11) was very similar to the mean conduct grade 
of the control group (Me = 5.12) with a total of 5.00 being the best 
possible score (all ones in each of the five subject areas) . A greater 
deviation from the perfect score of 5.00 is seen in the effort score 
with the control group mean (Me = 5.92) being slightly lower than 
the experimental group mean (Me = 5.96). Finally, the number of 
detentions again favored the control group since its mean of 1.27 
was less than the experimental group's mean of 1.46. Table 7 con¬ 
tains a detailed presentation of the relevant statistics. 
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Effect of Changes in Self-Esteem on School Performance 
The fifth hypothesis of this study concerned the relation¬ 
ship between various aspects of school performance and self-esteem. 
Utilizing the data from the experimental group alone, it was hypo¬ 
thesized that those students who showed an increase in their mea¬ 
sured level of self-esteem would also obtain higher grades and 
better scores in conduct and effort. 
There is no statistically significant difference 
at the .05 level in the mean scores in effort, 
conduct, grades in English, mathematics, science, 
social studies and reading, and the number of 
days absent between those students who partici¬ 
pated in the group guidance classes and showed 
Ho:5 an increase in their measured level of self¬ 
esteem (greater than the mean gain score of the 
control group) and those students who partici¬ 
pated in the group guidance classes but did not 
show an increase in their measured level of 
self-esteem (greater than the mean gain score 
of the control group). 
The hypothesis cannot be rejected. There was no significant 
difference in any of the criteria mentioned above at the .05 level 
of significance between those students in the experimental group 
who showed an increase in their measured level of self-esteem and 
those students who showed no increase in their measured level of 
self-esteem. 
Again it was found that the lowest scores for both groups 
were in reading with the "increase" group's mean of 7.12 being a 
little higher than the "no increase" group's mean of 7.00. The 
also scored "better" (remembering that better is increase" group 
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a lower score in effort, conduct and the number of absences) than 
the "no increase" group in mathematics (Mi = 8.44, SD = 1.56; 
Mn = 8*14' SD = 2.08), effort (M = 5.80, SD = 1.12; M = 6.14 
+ n ' 
SD = 1.35) and conduct (M. = 5.08, SD = .28; ^ = 5.14, SD = .48) 
but "worse" in English (M = 7.60, SD = 1.71; M = 7.71, SD = 2.08) 
science (M± = 7.84, SD = 1.65; Mn = 8.14, SD = 1.82), social studies 
~ 7.88, SD = 1.79; = 8.57, SD = 1.75) and the number of 
absences (Mi = 1.28, SD = 2.01; Mn = .71, SD = 1.27). 
A separate variance estimate was used in calculating the t- 
value for the conduct score and the number of absences of the two 
groups since both F values were statistically significant (F =2.98, 
p<.05; F = 2.50, p<.05). The results of the F test and t test for 
d 
each area of school performance listed above are presented in Table 8. 
Effect of Changes in Self-Esteem on School Performance 
Six Weeks Subsequent to Treatment 
The sixth hypothesis of this study concerned the effects of 
an increase in self-esteem on the school performance of the experi¬ 
mental students six weeks after the treatment period. It was hypo¬ 
thesized that an increase in the measured level of self-esteem would 
foster a lasting effect on certain aspects of school performance. 
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There is no statistically significant difference 
at the .05 level after a six week follow-up per¬ 
iod in any of the performance areas (scores in 
effort, conduct, grades in English, mathematics, 
science, social studies and reading, and the 
number of days absent) between (1) those stu- 
Ho;6 dents who participated in the group guidance 
classes and showed an increase in their measured 
level of self-esteem (greater than the mean gain 
score of the control group) and (2) those stu¬ 
dents who participated in the guidance classes 
but did not show an increase in their measured 
level of self-esteem (greater than the mean gain 
score of the control group). 
The hypothesis cannot be rejected. There was no significant 
difference in any of the criteria listed above between those students 
in the experimental group who showed an "increase" in their measured 
level of self-esteem and those students in the same group who showed 
"no increase" in their measured level of self-esteem. In five of 
the seven areas of school performance the "increase" group showed 
no mean gain from posttest to follow-up. English (M^ = 7.60, 
M,. = 6.52), mathematics (M = 8.44, M = 7.64), science (M = 7.84, 
f p f p 
Mf = 6.64), social studies (M = 7.88, Mf = 6.48) and conduct 
(M = 5.08, M = 6.60) showed a decline in the measured level of per- 
P f 
formance. The only areas in which the "increase" group showed an 
improvement were reading (M = 7.12, M^. = 7.40) and effort 
(M = 5.80, M = 5.04). The "no increase" group also showed a 
P * f 
decline in performance in five of the seven areas measured (English, 
mathematics, science, social studies and conduct). As with the 
"increase" group, the "no increase" group improved in reading and 
effort. The F-test and t-test statistics for this hypothesis are 
presented in Table 9. 
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Sex Differences 
In the initial formulation of this study, there were some 
concerns regarding the importance of sex as a variable in the 
treatment process. It was thought that although female students 
tend to have better grades than male students in the early middle 
school years (Samuels, 1977) , they would not have a significantly 
higher level of general self-esteem since achievement is not con¬ 
sidered to be the only nor the greatest contributor to self-esteem 
in female students. 
The investigation of sex differences, therefore, began with 
a comparison of males and females (utilizing the total sample) in 
regards to their school performance. It was hypothesized that 
female students would obtain higher academic grades and better 
scores in effort and conduct than their male counterparts. 
There is no statistically significant difference 
in grades in reading, science, mathematics, soc- 
Ho:7 ial studies and English and scores in effort and 
conduct between male students and female students 
prior to treatment. 
The hypothesis is rejected. There was a significant differ¬ 
ence in the mean scores of males and females in conduct (M^ = 7.86; 
M = 9.07; t = -2.42, p<.05). Although female students received 
higher grades in every subject, the grades were not significantly 
higher. Therefore, even though the hypothesis is rejected, it is 
only rejected in regards to conduct. It is interesting to note 
95 
that male students showed a greater variance in their scores in 
every performance area measured and a significant difference at the 
.05 level in mathematics (SD = 2.33, SD^ = 1.61), science (SD = 
2.62, SDf = 1.97), reading (SD^ = 2.16, SDf = 1.34), and conduct 
(SDm = 2,97' SDf = 1.58). Although there is some indication from 
these results that male students and female students are from dif¬ 
ferent populations in regards to their school performance, the 
t-test using separate variance estimates did not identify a signi¬ 
ficant difference in their means (except for conduct). The statis¬ 
tics for the t-tests are presented in Table 10. 
A similar hypothesis pertaining to sex differences in school 
performance following treatment was also generated. 
There is no statistically significant difference in 
grades in reading, science, mathematics, social 
Ho:8 studies and English and scores in effort and con¬ 
duct between male students and female students 
following treatment. 
This hypothesis was rejected. There was a statistically 
significant difference in science (M^ = 7.16, SD = 2.05, = 8.26, 
SD = 1.76; t = -2.87, p<.01), social studies (Mm = 7.65, SD = 1.86; 
M = 8.70, SD = 1.70; t = -2.87, p<.01) and conduct (M^ = 5.26, 
SD = .58; M = 5.00, SD = 0.0; t = 3.21, p<.01) between males and 
females. In fact, the female students showed higher scores in 
every one of the criteria listed (see Table 11)• 
Continuing with the investigation of sex differences, the 
self-esteem of males and females were compared. It was hypothesized 
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that female students would not have a mean measured self-esteem that 
was significantly greater than the mean measured self-esteem of the 
male students prior to treatment even though the females had better 
performance scores (statistically significant in conduct). 
There is no statistically significant difference 
Ho>g between the measured level of self-esteem of 
female students and male students prior to treat¬ 
ment. 
The hypothesis was rejected. There was a statistically 
significant difference at the .05 level between the mean measured 
level of self-esteem for the males (M = 76.14) and the mean mea- 
m 
sured level of self-esteem for females (M^ = 70.04) on the pretest 
(t = 2.07, p<.05) . The difference, as opposed to what might have 
been expected from the performance scores, was in favor of the male 
students (see Table 12). 
The following hypothesis pertaining to sex differences in 
self-esteem at the posttest was also generated. 
There is no statistically significant difference 
between the measured level of self-esteem of 
H°:1° female students and male students following 
treatment. 
The hypothesis cannot be rejected. There was no significant 
difference by sex in the means of the measured level of self-esteem 
on the posttest. Although the mean score for males (Mm = 78.60) was 
still higher than the mean score for females (Ff = 75.25) , the dif- 
. . +./+._ t oo n> 05) Table 12 contains ference was not significant (t - 1.23, p/.u 
the relevant statistics for this hypothesis. 
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Table 12 
A Comparison of Self-Esteem Scores Between Males and Females 
at Pretest and Posttest for the Total Sample 
the Experimental Group, and the Control Group 
Group N M SD 
t 
value df 
2-tailed 
Probability 
Total Sample 
Pretest 1 43 76.14 12.90 
2 53 70.04 15.48 
2.07 94 
.04* 
Posttest 1 43 78.60 12.46 
2 53 75.25 13.91 1.23 94 .22 
Experimental Group 
Pretest 1 21 75.52 14.36 
1 A O 
2 25 68.24 18.24 
-L . 4 o 44 . 14 
Posttest 1 21 78.19 13.05 
2 25 76.08 15.32 .50 44 .62 
Control Group 
Pretest 1 22 76.23 11.64 
1.46 48 . 15 
2 28 71.64 12.66 
Posttest 1 22 79.00 12.15 
1.26 48 .21 
2 28 74.50 12.75 
Group 1 = males 
Group 2 = females 
♦significant at .05 level 
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There were also no statistically significant differences on 
the posttest between the mean self-esteem scores for male students 
end female students when the total sample was separated into the 
control group (Males: Me = 79.00, Females: Me = 74.50, t = 1.26, 
p>.05) and the experimental group (Males: Me = 78.19; Females: 
Me = 76.08; t = .50, p>.05; see Table 12). it is interesting to 
note, however, that the female students in the experimental group 
gained more than the males in the experimental group or the males 
and females in the control group. The experimental females gained 
7.84 in their mean measured level of self-esteem while the experi¬ 
mental males, the control males and the control females gained 2.67, 
2.27 and 2.86 respectively (see Table 13). 
Table 13 
A Comparison of Pretest and Posttest Self-Esteem Scores 
for Males and Females in the Total Sample, 
the Experimental Group and the Control Group 
Pretest Posttest Gain 
N Mean Mean Score 
Total Sample 
males 43 76.14 78.60 2.47 
females 53 70.04 75.25 5.21 
Experimental Group 
males 21 75.52 78.19 2.67 
females 25 68.24 76.08 7.84 
Control Group 
males 22 76.73 79.00 2.27 
females 28 71.64 74.50 2.86 
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Although the mean gain score of the female students 
(Mf = +7.84) in the experimental group is more than twice as large 
as the mean gain score of the female students in the control group 
^Mm ~ +2*67)# a t-test comparison of these scores found no signifi¬ 
cant difference between them at the .05 level (t = -1.42, p>.05). 
The statistics are presented below in Table 14. 
Table 14 
Comparison of Self-Esteem Gain Scores Between Male Students 
and Female Students in the Experimental Group 
Mean 
Gain Score SD 
F 
value 
F 
Proba¬ 
bility 
t 
value df 
t 
Proba¬ 
bility 
Males 21 +2.67 10.05 
1.87 .16 -1.43 44 .16 
Females 25 +7.84 13.74 
While females showed a significantly lower level of measured 
self-esteem than the males on the pretest and a lower level of mea¬ 
sured self-esteem on the posttest (not significant at the .05 level) , 
their school performance was higher than the males in every area and 
significantly higher in science, social studies and conduct. If 
self-esteem is derived from achievement alone then females should 
have a higher self-esteem than males. Since this does not appear to 
be the case for this sample of female students, it may be indicated 
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that their self-esteem is derived from other factors. Also, the 
greater increase in self-esteem obtained by female students (as 
opposed to male students) in the experimental group, would support 
the notion that for the female students in this sample, self-esteem 
can be enhanced through a group guidance program. 
Level of Instruction Differences 
Another variable investigated as to its effect on self-esteem 
was the students' level of instruction. There were three levels of 
instruction in mathematics, English and reading and two levels in 
science and social studies. Level one (the top or accelerated group) 
contained approximately 35% of the population in each subject area. 
The remaining 65% of the students were either in level 2 for science 
and social studies or distributed between level 2 (the average group— 
40% of the population) and level 3 (the below average group—25% of 
the population) in mathematics, reading and English. The assign¬ 
ment of students to the specific levels were made by the previous 
year teacher based primarily on the students' academic performance. 
It was hypothesized that students in the level one classes 
would have a higher level of self-esteem on the pretest due to their 
higher level of achievement. 
There is no statistically significant difference in 
the measured level of self-esteem of students in 
the various levels of instruction (levels 1, 2, and 
3 in English, math and reading or level 1 and 2 in 
social studies and science) prior to treatment. 
Ho: 11 
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The hypothesis was rejected. There was a significant differ¬ 
ence on the pretest among the means of the measured levels of self¬ 
esteem for students in English (Fe = 9.63, p<.001), mathematics 
(Fm = 16.65, pC.001), and reading (Fr = 8.33, pC.OOl). There was 
also a significant difference in the means of the measured level of 
self-esteem between the level 1 students and the level 2 students in 
science (F = 11.20, p<.01) and social studies (F = 15.17. p<.001) 
sc ss r 
(see Table 15) . It was concluded from these results that there is a 
significant difference in the measured level of self-esteem of stu¬ 
dents in relationship to their academic levels. The mean self-esteem 
score for the level 1 students in English, mathematics, reading, 
science, and social studies were 80.3, 81,5, 79.6, 79.6, and 78.5 
respectively. In comparison, the level 2 students' mean self-esteem 
scores in the same subject areas were 68.7, 68.6, 70.3, 64.0, and 
65.6 respectively. It is clear from these results that students' 
self-esteem varies in conjunction with their level of instruction. 
The mean self-esteem scores and the number of students in each level 
of instruction are listed in Table 16. 
In an attempt to discover the effects of treatment on the 
self-esteem of students at the various levels, it was hypothesized 
that students in level 1 classes would not show a significant 
increase in self-esteem for either the experimental group or the 
control group since the self-esteem of these students is already 
high. It was believed, however, that students in level 2 and level 3 
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Table 15 
Analysis of Variance of the Mean Self-Esteem Scores 
for the Levels of Instruction in each Subject Area 
Prior to Treatment 
Source df SS MS 
F 
Ratio 
F 
Proba¬ 
bility 
English Between 2 3488.75 1744.38 9.63 .0002* 
Within 93 16850.21 181.18 
Total 95 20338.96 
Mathematics Between 2 4617.00 2608.50 16.65 .0000* 
Within 93 13721.96 169.06 
Total 95 20338.96 
Science Between 1 2163.64 2165.64 11.20 .0012* 
Within 94 18173.32 193.33 
Total 95 20338.96 
Social Studies Between 1 2825.54 2825.54 15.17 .0002* 
Within 94 17513.41 186.31 
Total 95 20338.96 
Reading Between 2 3088.66 1544.33 8.33 .0005* 
Within 93 17250.30 185.49 
Total 95 20338.96 
*significant at .001 level 
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Table 16 
Mean Self-Esteem Scores for each Level of Instruction 
in each Subject Area Prior to Treatment 
Level N M 
English 1 37 80.32 
2 39 68.72* 
3 20 66.70* 
Mathematics 1 36 81.50 
2 46 68.61* 
3 14 64.00* 
Reading 1 37 79.57 
2 36 70.33* 
3 23 65.65* 
Social Studies 1 37 79.62 
2 59 68.47* 
Science 1 39 78.51 
2 57 68.84* 
*Significantly different from level 1 at the .05 level 
using the Scheffe method. 
classes would show a significant gain in self-esteem in the experi 
mental group but not in the control group. 
There is no statistically significant difference 
from pretest to posttest in the measured level 
Ho:12 of self-esteem of level 1 students in either the 
control group or the experimental group. 
The hypothesis cannot be rejected. There were no significant 
differences in either the control group or the experimental group m 
self-esteem from pretest to posttest for the 
the measured level of 
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level 1 students. In the experimental group the level 1 science 
students showed the highest increase, going from a mean of 80.3 on 
the pretest to 83.6 on the posttest; a gain of 3.3. The next 
greatest change was in social studies where a 2.3 increase was 
observed. Reading and mathematics increased 1.9 and 1.1, respec¬ 
tively. The only subject area in which the level one experimental 
students did not show an increase in their mean level of self-esteem 
was in English where the mean self-esteem score dropped from 83.9 
(pretest) to 83.8 (posttest). 
The level 1 control group students showed an increase in 
every subject area. The largest increase was in reading where the 
mean of the group changed from 75.0 on the pretest to 78.3 on the 
posttest; a gain of 3.3. The gain in the other four areas (mathe¬ 
matics, English, science, and social studies) were 1.89, 2.33, 1.90, 
and 1.79, respectively. The relevant t-test statistics for the 
experimental group of students is presented in Table 17. The corres¬ 
ponding statistics for the control group of students is presented in 
Table 18. 
The following hypothesis investigates the change in the mean 
self-esteem scores of level 2 and level 3 students from pretest to 
posttest. 
There is no statistically significant difference 
from pretest to posttest in the measured level 
of self-esteem of level 2 and level 3 students in 
either the control group or the experimental group 
for any of the subject areas (English, math, 
science, social studies and reading) . 
Ho: 13 
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Table 17 
Comparison of Pretest and Posttest Mean Self-Esteem Scores 
for Level 1 Experimental Students 
in each Subject Area 
t 
Mean t Proba- 
N M SD Difference value df bility 
Mathematics 
Pre 
Post 
18 
84.33 
85.44 
9.97 
10.97 -1.11 - .45 17 .66 
English 
Pre 
Post 
19 
83.89 
83.79 
10.86 
14.27 .11 
.04 18 .96 
Reading 
Pre 
Post 
17 
84.94 
86.82 
9.57 
10.13 
-1.88 - .81 16 .43 
Science 
Pre 
Post 
19 
80.32 
83.58 
14.88 
12.34 
-3.26 -1.43 18 .17 
Social Studies 
Pre 
Post 
18 
82.89 
85.22 
12.18 
11.17 
-2.33 -1.03 17 .32 
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Table 18 
Comparison of Pretest and Posttest Mean Self-Esteem Scores 
for Level 1 Control Group Students 
in each Subject Area 
t 
Mean t Proba- 
N M SD Difference value df bility 
Mathematics 
Pre 
Post 
18 
78.67 
80.56 
9.38 
10.24 -1.89 - .73 17 .48 
English 
Pre 
Post 
18 
76.56 
78.89 
11.64 
11.94 
-2.33 - .90 17 .38 
Reading 
Pre 
Post 
20 
75.00 
78.30 
12.11 
11.48 
-3.30 -1.36 19 .19 
Science 
Pre 
Post 
20 
76.80 
78.70 
11.08 
11.68 
-1.90 - .79 19 .44 
Social Studies 
Pre 
Post 
19 
76.53 
78.32 
11.31 
11.88 
-1.79 - .71 18 .49 
The hypothesis is rejected. There was a significant differ¬ 
ence in the measured level of self-esteem in every subject area for 
level 2 students in the experimental group. The amount of the 
increase was similar in each of the subject areas ranging from a high 
of 8.0 in English (63.5 on the pretest to 71.5 on the posttest) to a 
low of 6.5 in reading (65.4 on the pretest to 71.9 on the posttest). 
There was also an increase from pretest to posttest in the mean 
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self-esteem score for level 3 students in English, mathematics and 
reading but the increase was not significant at the .05 level. 
Although the level 3 increases were high (English, 13.4; mathematics, 
13.0; and reading, 10.0) the small number of subjects (7, 6, and 9, 
respectively) did not allow for statistical significance (see Table 
19) . 
The control group in contrast showed a significant increase 
from pretest to posttest only for the level 3 mathematics students 
where the mean self-esteem score increased by 9.50 from 69.8 to 79.3 
(t = 3.53, p<.01). All other comparisons for each of the subject 
areas for level 2 and level 3 students showed an increase in the mean 
self-esteem score but they were not significant. The degree of 
increase was lower for the control subjects across the board. The 
level 2 subjects in mathematics, English, reading, science and social 
studies showed increases of .83, 4.0, 3.25, 3.07, and 3.10, respec¬ 
tively. The level 3 subjects showed a gain of .92 in English and .86 
in reading (see Table 20). 
There were also significant differences in the posttest 
academic grades for students in the various levels of instruction. 
In subjects that had three levels of instruction (English, mathemat¬ 
ics, and reading) the F probability was less than .0001 (see Table 
21). Using the Scheffe method, a significant difference was identi¬ 
fied between level 1 students and both level 2 and level 3 students 
in academic grades in all three subject areas (see Table 22). The 
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Table 19 
Comparison of Pretest and Posttest Mean Self-Esteem Scores 
for Level 2 and Level 3 Experimental Group Students 
in each Subject Area 
t 
Mean t Proba- 
N M SD Difference value df bility 
Mathematics 
level 2 Pre 
Post 
22 
65.27 
72.27 
15.80 
14.35 
- 7.00 -2.83 21 .01* 
level 3 Pre 
Post 
6 56.33 
69.33 
10.84 
10.93 
-13.00 -1.88 5 .118 
English 
level 2 Pre 
Post 
20 
63.50 
71.50 
15.53 
12.65 
- 8.00 -3.18 19 .005* 
level 3 Pre 
Post 
7 
61.14 
74.57 
13.31 
12.04 
-13.43 -2.38 6 .055 
Reading 
level 2 Pre 
Post 
20 
65.40 
71.90 
16.38 
13.51 
- 6.50 -2.15 19 .045* 
level 3 Pre 
Post 
9 
60.00 
70.00 
12.00 
13.15 
-10.00 -2.21 8 .058 
Science 
level 2 Pre 
Post 
27 
65.41 
72.44 
15.51 
13.83 
- 7.04 -2.66 26 .013* 
Social 
level 
Studies 
2 Pre 
Post 
28 
64.29 
71.79 
15.40 
13.60 
- 7.50 -2.92 27 .007* 
♦significant at .05 level 
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Table 20 
Comparison of Pretest and Posttest Mean Self-Esteem Scores 
for Level 2 and Level 3 Control Group Students 
in each Subject Area 
t 
Mean t Proba- 
N M SD Difference value df bility 
Mathematics 
level 2 Pre 
Post 
24 
71.67 
72.50 
13.31 
14.48 - .83 - .34 23 .73 
level 3 Pre 
Post 
8 
69.75 
79.25 
13.37 
7.48 
-9.50 -3.53 7 .01* 
English 
level 2 Pre 
Post 
19 
74.21 
78.21 
12.07 
11.47 
-4.00 -1.58 18 .13 
level 3 Pre 
Post 
13 
69.69 
70.62 
13.56 
13.96 
- .92 - .27 12 .79 
Reading 
level 2 Pre 
Post 
16 
76.50 
79.75 
11.67 
11.48 
-3.25 -1.13 15 .28 
level 3 Pre 
Post 
14 
69.29 
70.14 
13.09 
13.76 
- .86 - .27 13 .79 
Science 
level 2 Pre 
Post 
30 
71.93 
75.00 
12.97 
13.11 
-3.07 -1.43 29 .16 
Social Studies 
level 2 Pre 
Post 
31 
72.26 
75.35 
12.88 
13.04 
-3.10 -1.50 30 .14 
*significant at the .05 level 
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Table 21 
Analysis of Variance of Academic Grades by Levels of Instruction 
in English, Mathematics and Reading 
Following Treatment 
df MS 
F 
Ratio 
F 
Probability 
English Between 2 77.94 38.97 12.44 
.0000* 
Within 93 291.30 3.13 
Total 95 369.24 
Mathematics Between 2 51.22 25.61 9.28 .0002* 
Within 93 256.74 2.76 
Total 95 307.96 
Reading Between 2 120.46 60.23 17.85 .0000* 
Within 93 313.78 3.37 
Total 95 434.24 
‘significant at .001 level 
Table 22 
Mean Academic Grades in English, Mathematics and Reading 
for each Level of Instruction 
Following Treatment 
Level of 
Instruction N M 
English 1 37 8.92 
2 39 7.51* 
3 20 6.60* 
Mathematics 1 36 9.36 
2 46 8.13* 
3 14 7.36* 
Reading ! 
2 
37 
36 
8.70 
6.58* 
3 23 6.17* 
‘Significantly different from level 
using the Scheffe method. 
1 at the .05 level 
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t-test for science and social studies (two levels of instruction) 
also identified a significant difference (p<.001) in academic grades 
(see Table 23). 
Table 23 
Comparison of Posttest Academic Grades for Students in Level 1 
and Students in Level 2 in 
Science and Social Studies 
F t 
F Proba- t Proba- 
N M SD value bility value df bility 
Science 
level 1 
2 
39 
57 
9.05 
6.89 
1.25 
1.88 2.24 .01 6.74** 94 .000* 
Social Studies 
level 1 
2 
37 
59 
9.81 
7.24 
.94 
1.56 2.76 .002 10.10** 
94 .000* 
♦significant at .001 level **separate variance estimate 
The preceding chapter contained the results of this study 
presented in both a narrative and a tabular format. What follows in 
Chapter V is a discussion of these findings and the implication 
that these results may have for school programs and future research. 
CHAPTER V 
SUMMARY, DISCUSSION OF FINDINGS, AND RECOMMENDATIONS 
Summary 
The main purpose of this dissertation was to determine 
whether the self-esteem of sixth grade students and various aspects 
of their school performance (e.g., grades, scores in effort and con¬ 
duct, etc.) could be improved through exposure to ten weeks, 45 min¬ 
utes per week, of group guidance activities. The curriculum (see 
Appendix C) was composed and designed by the researcher drawing from 
several sources (Simon, Howe, & Kirshenbaum, 1972; Simon, 1973; 
Anderson and Henner, 1972; Guidance Associates, 1973; National 
Instructional Television, 1972; Canfield and Wells, 1976). The 
emphasis of this treatment program was on improving students self¬ 
esteem through the reflected appraisal of a significant other (guid¬ 
ance counselor) while engaging in activities that fostered self 
awareness and encouraged group support and acceptance. 
A review of the literature which was presented in Chapter II 
offers data that supports a strong and persistent relationship 
between self-esteem and academic achievement. It was less clear 
from this data, however, as to whether self-esteem was the cause or 
the result of achievement. 
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Some of the authors cited earlier (Calsyn, 1973; Kifer, 
1975, Bridgeman and Shipman, 1978) had suggested that differences in 
academic self-esteem develop as a reaction to school success and 
failure rather than being a cause of such performance. Competence 
in this case fosters feelings of confidence which in turn would lead 
to the acquisition of more skills and further success; the end 
result being an increase in self-esteem. 
Other authors (Manis, 1958; Meyers, 1966; Medinnus and 
Curtis, 1963; Rosenberg, 1979) have emphasized interpersonal inter¬ 
actions as an important source of self-esteem. A preponderance of 
the theoretical writings investigating self-esteem (Cooley, 1902; 
Mead, 1934; Rogers, 1951; Sullivan, 1953) support the belief that 
self-esteem is developed and maintained primarily through reflected 
appraisals in social interactions. If reflected appraisals play 
such an important role in the development and maintenance of self¬ 
esteem and if self-esteem is correlated to academic achievement as 
the research suggests, then an interpersonal environment that fosters 
the development of self-esteem should also enhance achievement and 
possibly other school related behaviors. 
The data for this investigation was collected from sixth 
grade students attending one of two middle schools in an upper mid¬ 
dle class suburban town in central New England. The accessible 
population from which the sample was drawn totaled 115 students. 
There were 96 students in the final sample, 50 in the control group 
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and 46 in the experimental group. Subjects were randomly assigned 
by the school principal to either of the two treatment conditions. 
The experimental group received ten weeks, 45 minutes per 
week, of group guidance activities with the guidance counselor. 
The control group participated in ten weeks, 90 minutes per week of 
an introductory foreign language program (French) aimed at provid¬ 
ing an enjoyable and successful foreign language experience to 
sixth grade students. 
The research instrument used to assess the hypotheses was 
the Coopersmith Self Esteem Inventory. The students' school records 
(report cards, absentee records, and log of detention notices) were 
also used to provide data on each student's school performance. 
Discussion of Findings 
Pretest Self-Esteem Results 
It should be noted that although there was no statistically 
significant difference at the .05 level between the mean self-esteem 
score of the control group (Me = 73.82) and the mean self-esteem 
score of the experimental group (Me = 71.57) on the pretest measure, 
there was a significant difference in the variance of the group 
scores (F = 1.86, p<.05). According to Boneau (1960), the homoge¬ 
neity of variance assumption that is necessary in making a t-test 
can be violated if the size of the random sample is greater than 
Since our sample (n = 96) meets this criteria then it 
twenty-five. 
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mean self-esteem score for 65 6th grade students from the other 
middle school in the same town was 62.9 which is more than nine 
points lower than the mean score pf the sample population used in 
this study (see Table 24, below). 
Table 24 
Mean Self-Esteem Scores for Sixth Grade Students 
Using the Coopersmith Self-Esteem Inventory 
Study N M 
Kimball (1972) Grade 6 1650 64.0 
Donaldson (1974) Grade 6 158 64.0 
Trowbridge (1972) Grade 6 635 68.8 
Simon and Bernstein (1971) Grade 6 129 70.1 
Sinibaldi (1984) Grade 6 
Experimental School 96 72.6 
Other Middle School 65 62.9 
The lack of test-retest reliability may have contributed to 
some of the variance between the pretest and posttest mean scores, 
but Coopersmith's (1967) report of a test-retest reliability coeffi¬ 
cient of .88 with a sample of 30 fifth grade students would intimate 
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would be assumed that the t-test is relatively unaffected by the 
violation. There may, however, be some doubt as to the complete 
randomness of the assignments. Although an attempt was made by the 
school principal to randomly assign students to either of the two 
groups, familiarity with certain students' family names in relation 
to past problems with siblings and input from the elementary school 
principal and teachers may have consciously or subconsciously 
influenced his selection process. Three students were clearly 
assigned to the experimental group and they were eliminated from the 
data analysis. 
Other students were also removed from the data analysis. Of 
the initial 115 sixth grade students: five moved out of the system 
during the ten weeks between the pretest and the posttest; four 
students received a score of five or more on the lie scale at the 
pretest while six other students scored five or more on the lie scale 
at the posttest; and a Vietnamese student was not considered because 
of cultural differences. As a result, the total sample was dimin¬ 
ished to 96 students. 
Pretest School Performance Results 
As with the self-esteem scores the performance data (grades 
in English, mathematics, science, social studies and reading, scores 
in effort and conduct, and the number of days absent) for the con¬ 
trol group was higher but not significantly higher than the experi¬ 
mental group in every performance area except for grades in English. 
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There was a significant difference in the variance of the science 
scores (F = 1.80, p<.05) which lead to the utilization of the sepa¬ 
rate variance estimate in comparing the means in science (t = -.24, 
p>.05). 
Posttest Self-Esteem Results 
Although statistically there was no significant difference 
(t = 1.28, p>.05) between the control group and the experimental 
group as a result of the group guidance activities (Ho:l cannot be 
rejected) , the increase in the mean self-esteem score of both groups 
warrants some discussion. 
An explanation of this difference using such concepts as 
regression to the mean and test-retest reliability may be helpful 
in better understanding the change. 
A regression to the mean rationale suggests that the pretest 
mean score is low when compared with the mean scores of similar sam¬ 
ple populations. This, however, does not appear to be the case. 
Coopersmith's (1967) sample of 1,748 public school children in 
Connecticut identified a mean self-esteem score of 71.1. The mean 
pretest self-esteem scores for the experimental and control groups 
were 71.56 and 73.82 Respectively. Thus, these mean scores are 
higher than the mean score obtained by Coopersmith and suggest a 
possible lowering rather than an elevating of the score as a 
result of regression. Other normative studies have identified even 
lower mean scores for various similar populations. In fact, the 
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mean self-esteem score for 65 6th grade students from the other 
middle school in the same town was 62.9 which is more than nine 
points lower than the mean score of the sample population used in 
this study (see Table 24, below). 
Table 24 
Mean Self-Esteem Scores for Sixth Grade Students 
Using the Coopersmith Self-Esteem Inventory 
Study N M 
Kimball (1972) Grade 6 1650 64.0 
Donaldson (1974) Grade 6 158 64.0 
Trowbridge (1972) Grade 6 635 68.8 
Simon and Bernstein (1971) Grade 6 129 70.1 
Sinibaldi (1984) Grade 6 
Experimental School 96 72.6 
Other Middle School 65 62.9 
The lack of test-retest reliability may have contributed to 
some of the variance between the pretest and posttest mean scores, 
but Coopersmith's (1967) report of a test-retest reliability coeffi¬ 
cient of .88 with a sample of 30 fifth grade students would intimate 
121 
that this factor is unlikely to be responsible for such a large 
increase (+2.66 for the control group and +5.48 for the experimental 
group). other reliability studies have produced similar coefficients 
(see Chapter II). 
Since, however, the change in self-esteem cannot be attri¬ 
buted to the specific treatment intervention (Hypothesis I cannot be 
rejected), then other factors must be contributing to the change. A 
possible explanation for the overall increase in the measured level 
of self-esteem in both groups may be due to the positive, self-enhanc- 
ing experience of the sixth grade environment. The team teaching 
approach accents a child-centered orientation with a great deal of 
emphasis being placed on each student's social and emotional develop¬ 
ment as well as his/her academic achievement. It seems reasonable 
to conclude that 45 minutes per week of group guidance (or 90 min/ 
wk. of French) is a brief amount of time in comparison to the five 
45 minute periods per week that each of the subject area teachers 
has with the students. 
Also, from a questionnaire (Appendix D) given to all sixth 
grade students regarding their participation in either French or 
guidance, it appears that the experience was basically positive for 
both groups. Approximately 57% of the experimental group and 40% 
of the control group reported an increase in self-esteem as a result 
of their participation in the classes. The majority of the remaining 
students reported that they felt the same about themselves with only 
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one student from the experimental group reporting that he/she felt 
worse about him/herself. 
It is interesting to note that the same number of students 
in either group (31) showed an increase in self-esteem on the SEI. 
Six experimental students and four control students scored the same 
while ten experimental students and fifteen control students obtained 
lower self-esteem scores. 
The language grades for the students in the control group 
(French) were skewed to the left. There were approximately 39 A's 
and 11 B's with no C's, D's, or F's. Since the goal of the language 
program was to provide a successful, enjoyable experience for stu¬ 
dents in an introductory foreign language, grades were inflated. 
Thus the positive (graded) experience may also have been responsible 
for some of the increase in self-esteem for students in the control 
group. 
Another factor that may have been responsible for some of 
the change in the control group is the contamination effect. Stu¬ 
dents in the experimental group may have had an effect on students 
in the control group since all of these students are in classes 
together throughout the day. It was noted that when the guidance 
classes began with the control group, many of these students were 
already aware of some of the activities. This contamination effect 
could be avoided by selecting the samples from different school build 
ings in the same town. The increase in error variance due to the 
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increase in variables (teachers, buildings, administration, etc.), 
however, would more than offset the advantages. 
In summary, it appears that the initial differences in the 
means of the measured level of self-esteem of the control group and 
the experimental group may have contributed to the lack of signifi¬ 
cant difference in the means of the groups at the posttest. Also 
the increase in the measured level of self-esteem for both groups 
(Me = +5.48 and Me = +2.66) suggests that the overall self-esteem 
enhancing school environment may have obscured the effects of the 
treatment. 
Subscale Scores of Self-Esteem Inventory 
Although the subscales of the SEI have not received empirical 
support as separate measures, they have been identified by Coopersmith 
(1967) as representing aspects of the individual's total self-esteem. 
The data that was obtained utilizing the subscales appears to be con¬ 
sistent with its theoretical foundations. Students in the control 
group showed a significant increase in the school-academic factor of 
self-esteem (Ho:3 was rejected) which is consistent with a skill 
development/success orientation. These students were provided with 
a successful, graded experience in a foreign language that would have 
accented their sense of mastery leading to feelings of accomplishment 
and ultimately enhancing their self-esteem (personal effacacy). 
In contrast, those students who participated in the group 
guidance activities were not given grades but they were provided with 
an environment that fostered their sense of personal worth. The 
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subscale most related to this aspect of self-esteem was the home-par¬ 
ents subscale. The experimental group showed a significant increase 
in their scores in this area (Ho:2 was rejected) which is consistent 
with Coopersmith's theory. 
These results can be interpreted in at least two ways. First, 
the data could be viewed as providing empirical support for the val¬ 
idity of the SEI subscales; the subscales do measure different 
aspects of self-esteem. Second, the data could be seen as support 
for the theoretical implications of the skill development and the 
self-esteem enhancement models since both approaches appeared to 
produce the expected results. 
It is necessary to restate at this point, however, that since 
there was not a "no treatment" group, the increases in self-esteem 
of either group (control or experimental) cannot be attributed to 
their respective treatments. The results do seem, however, to sup¬ 
port a multidimensional approach to self-esteem enhancement. 
School Performance Changes 
The results of hypothesis IV indicated that there were no 
significant differences in the level of school performance between 
students in the control group and students in the experimental group 
at the posttest. A number of factors may be involved in contribut¬ 
ing to the lack of the anticipated results. The amount of time (10 
weeks - 45 min./wk.) may have been too short a period to effect a 
change in performance. As previously mentioned, the amount of time 
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allotted to the treatment is insignificant in comparison to the 
amount of time the students spend in their academic classes. Also, 
performance is affected by other factors aside from self-esteem, 
such as ability, motivation, work habits, etc. The contribution of 
these variables may have outweighed the benefits of the treatment. 
The theory presented in this study suggests that an increase 
in self-esteem would produce a corresponding increase in school 
performance. Since the mean of the measured level of self-esteem of 
the experimental group (Me = 77.04) was not significantly greater 
than the mean of the measured level of self-esteem of the control 
group (76.48) , then no significant increase in performance should 
be expected. Therefore, these results do not contradict the pro¬ 
posed relationship between self-esteem and school performance. 
In certain aspects of school performance (effort, conduct, 
number of days absent, and the number of detentions), the limited 
variability in the scores made the data somewhat meaningless. More 
than half of all sixth grade students received all l's (above aver¬ 
age score) in effort. Approximately three-quarters of the students 
received four l's and one 2 (average score). In conduct, 91% of 
the population received all l's. The attendance figures showed 
that half of all the students had a perfect record over the ten weeks 
with 80% of them missing two days or less. Finally, one third of 
students had no detentions and approximately 64% of them had one or 
less. Only 7% of the sixth grade population had more than three 
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detentions in 10 weeks of school. This data also supports the notion 
of a generally positive school environment. 
Hypotheses V and VI attempted to measure the effect that the 
increase in self-esteem had on school performance. Only students in 
the experimental group who showed an increase in the measured level 
of self-esteem greater than the mean increase of the control group 
(+2.66) were accepted. The rationale here is that even though the 
experimental group did not show a significant difference in their 
measured level of self-esteem from the control group, the individ¬ 
uals in the experimental group who did increase in self-esteem,pre¬ 
sumably as a result of the intervention, should receive higher scores 
in school performance if the theory presented earlier is valid. 
The results of the data analysis showed that there were no 
significant differences between the "increase" and the "no increase" 
group in any of the performance areas. Although this may appear to 
be evidence contradicting the theory presented, other information 
gleaned from the data may help to explain the lack of difference 
observed. 
Level of Instruction 
First of all, in the investigation of the effect that the 
students' level of instruction (Hypotheses XI, XII, and XIII) had 
upon self-esteem and performance, it was found that level 1 students 
have higher self-esteem and higher performance scores than the stu¬ 
dents in level 2 and 3. Since level 1 students have a higher than 
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the mean self-esteem scores, they are less likely to increase in 
self-esteem as a result of the intervention. Therefore, they are 
less likely to be included in the "increase" group. With these high 
achievers in the "no increase" group, the performance scores for 
that group tend to be high. 
In contrast, students in the level 2 and level 3 groups were 
more likely than the students in the level 1 group to have lower 
self-esteem and lower achievement scores. Therefore, even though 
they were more likely to increase in self-esteem, their performance 
scores after any increase were not significantly greater than the 
performance scores of the level 1 students. 
Although the relationship between students' achievement 
scores and their measured level of self-esteem may appear to support 
the notion that achievement is a causal factor in the development of 
self-esteem, the correlation shows no directionality. 
Sex Differences 
Another variable that seems to have had an effect on the 
results is the sex of the student (Hypotheses VII, VIII, IX, and X) 
At the pretest there was a significant difference (t = 2.07, p<.05) 
in the measured level of self-esteem between female students 
(M = 70.04) and male students <Mm = 76.14). There was, however, 
i n> 05) at the posttest between 
no significant difference (t = 1.23, p>.us> ar ui v 
_ _ . _ tc 0 5^ This would seem to indi — 
males (M = 78.60) and females (Mf - 75.25). Tms wo 
m 
cate that a greater increase occurred in the mean self-esteem score 
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of the female students. A look at the mean increases revealed that 
the female students in the experimental group gained more than twice 
(+7.84) the mean gain of the male students in the experimental group 
(+2.67) and the male (+2.27) and female (+2.86) students in the con¬ 
trol group. A t-test comparing the gain scores of males and females 
in the experimental group, however, found no statistically signifi¬ 
cant differences (t = 1.87, p>.05). 
Drawing from previous research it appears that the focus of 
the treatment (enhancing self-worth) is more in line with the female 
role-conditions of self-esteem than it is for the male. Boys appear 
to be geared (biological and sociological) toward achievement and 
competition which were not explicitly encouraged in the treatment 
activities while girls are more in tune to the interpersonal aspects 
of self-esteem (self-worth) derived from the reflected appraisal of 
significant others. 
Summary 
The results of this study indicate that the measured level 
of self-esteem of sixth grade students were not significantly 
enhanced as a result of ten weeks (45 minutes per week) of group 
guidance activities. A significant difference between the experi¬ 
mental group and the control group in their measured level of school 
performance (academic grades, scores in effort and conduct and the 
number of absences) was also not found. The follow-up assessment of 
self-esteem and school performance (six weeks after the posttest) 
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identified no significant differences between the "increase" group 
and the "no increase" group. 
Other relevant information gleaned from the results pertained 
to sex differences and level of instruction differences in the groups. 
Female students obtained a significantly lower level of measured self¬ 
esteem than male students on the pretest and a lower level of mea¬ 
sured self-esteem on the posttest (not significant at the .05 level) 
yet their school performance scores were higher than the males in 
every area and significantly higher in science, social studies, and 
conduct. If self-esteem were derived from achievement alone, then 
female students should have a higher level of self-esteem than male 
students. 
Female students in the experimental group showed a greater 
increase (more than 2 times greater) than the males in the experi¬ 
mental group or the male or female students in the control group. 
This result would suggest that the female students benefited more 
than the male students from the group guidance activities. 
There were also differences in the measured level of self¬ 
esteem and school performance associated with the student's level 
of instruction. Students in the level 1 classes had significantly 
higher levels of self-esteem than students in the level 2 and level 
3 classes. The level 1 students also had significantly higher 
grades in every subject and showed less of an increase in both self¬ 
esteem and school performance as a result of the group guidance 
activities. 
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Although it is difficult to identify the specific variables 
that facilitated the increase in the measured level of self-esteem 
for students in both the control group and the experimental group, 
it appears that the self-enhancing environment of the total school 
may have contributed. 
Recommendations for Schools 
Every child comes to school with a unique set of attitudes, 
values, traits and beliefs. Through past interactions with the 
environment (both human and nonhuman), children develop a set of 
attitudes about the world, others and themselves. These attitudes 
have a significant impact on the child's expectations of the school 
experience and ultimately on his/her behavior and performance in 
school. 
These initial constructs regarding self and the world con¬ 
tinue to develop, however, as a child passes through the school 
system. Some children establish a concept of their ability that 
could only be described as successful, while others come to think 
of themselves as failures. It is not uncommon to see the successful 
student further motivated by his/her success to reach even greater 
accomplishment. It is also not uncommon to see the failures of 
certain students lead to frustration, feelings of inadequacy, and 
a curtailment of effort and motivation ultimately leading to a self- 
fulfilling prophecy of doom. 
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In order to break this cycle of failure, students (espe- 
cislly students in the lower levels) may need to be made to feel 
good about themselves. Academic success would be beneficial to this 
self-enhancement process, however, since these students historically 
have been unable to successfully compete in the academic arena, a 
non-academic approach may be an acceptable alternative in providing 
the initial momentum toward success. 
If the value of a group guidance program is assessed by the 
amount of increase in self-esteem that the students obtain then the 
selection of level 2 and level 3 students to participate in the group 
activities would be more appropriate. It is indicated from the 
results of this study that these students, as opposed to level 1 
students, gain more from a program that facilitates the enhancement 
of self-worth. 
It is also apparent that certain aspects of self-esteem are 
more in line with the female student's role-condition. In order to 
effectively reach the male population other activities, possibly ones 
that accent achievement and competition, need to be incorporated into 
the curriculum. 
It also appears from the results of this study that the overall 
school environment can be effective in enhancing students’ self¬ 
esteem. An accepting and stimulating environment where every student 
has the opportunity to attain his/her goals and to feel proud of his/ 
her accomplishments may be an important part of self-esteem develop¬ 
ment. 
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Finally, if the goal of a self-esteem enhancement program is 
to increase the students' level of achievement, then the group guid¬ 
ance activities utilized in this study appear to be of little value. 
For female students, the lack of a correlation between the measured 
level of self-esteem and school performance suggest that an increase 
in one has little or no effect on the other. For male students, 
although the correlation between the measured level of self-esteem 
and achievement is greater, the approach used in this study did not 
seem to effect either their level of self-esteem or their level of 
school performance. Therefore, an alternative approach is suggested. 
Recommendation for Researchers 
It would be worthwhile to undertake a study which examines 
the effects of this group guidance program utilizing a larger sample 
of students across various socioeconomic backgrounds. The small homo¬ 
geneous sample used in this study may yield different statistical 
results than a larger, more heterogeneously grouped sample of students. 
An alternative program that emphasizes achievement and compe¬ 
tition may be used as a contrast group with both male and female stu¬ 
dents to help identify the specific factors that contribute to the 
development of self-esteem in both sexes. It would also be impor¬ 
tant to note if this latter approach would have more of an effect on 
the students' achievement. 
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A longer treatment period is also recommended, if a change 
m the student's level of self-esteem is to be facilitated, then the 
group leader must have a sufficient amount of time to become a signi¬ 
ficant other and to provide the verbal and nonverbal feedback neces¬ 
sary to enhance the student's self-esteem. 
Finally, it is incumbent upon researchers to develop an 
instrument that can differentiate between self-worth and personal 
efficacy in order to determine the relationship, if any, that each 
has to achievement. 
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SCHOOL FORM 6EI 
Goopersmith Inventory 
Stanley Coopersmith, Ph.D. 
University of California at Davis 
Please Print 
Name_ Age_ 
School -Sex: M_F_ 
Grade -Date -- 
Directions 
On the next pages, you will find a list of statements about feelings. If a 
statement describes how you usually feel, put an X in the column 
“Like Me.” If the statement does not describe how you usually feel, 
put an X in the column "Unlike Me." There are no right or wrong 
answers. 
©Consulting Psychologists Press, Inc. 
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Like Unlike 
Me Me 
□ □ 1. Things usually don't bother me. 
□ □ 2. I find it very hard to talk in front of the class. 
□ □ 3. There are lots of things about myself I'd change if I could. 
□ □ 4. I can make up my mind without too much trouble. 
□ □ 5. I’m a lot of fun to be with. 
□ □ 6. I get upset easily at home. 
□ □ 7. It takes me a long time to get used to anything new. 
□ □ 8. I’m popular with kids my own age. 
□ □ 9. My parents usually consider my feelings. 
□ Q] 10. I give in very easily. 
□ □ 11. My parents expect too much of me. 
□ □ 12. It’s pretty tough to be me. 
□ □ 13. Things are all mixed up in my life. 
□ □ 14. Kids usually follow my ideas. 
□ □ 15. I have a low opinion of myself. 
|~1 Q 16. There are many times when I’d like to leave home. 
□ □ 17. I often feel upset in school. 
□ □ 18. I’m not as nice looking as most people. 
□ □ 19. If I have something to say, I usually say it. 
□ □ 20. My parents understand me. 
IH \Z\ 21. Most people are better liked than I am. 
□ □ 22. I usually feel as if my parents are pushing me. 
□ □ 23. I often get discoi'raged at school. 
| | Q] 24. I often wish I were someone else. 
□ Q 25. I can’t be depended on. 
[~1 □ 26. I never worry about anything. 
Q Q 27. I’m pretty sure of myself. 
□ □ 28. I'm easy to like. 
| | | | 29. My parents and I have a lot of fun together. 
<§) 1967 by W.H. Freeman & Co. Published in 1981 by Consulting 
Psychologists Press, Inc. All rights reserved. It is unlawful to reproduce 
_ or adapt this form without written permission from the Publisher. 
Like Unlike 
Me Me 
□ □ 30. 
□ □ 31. 
□ □ 32. 
□ □ 33. 
□ □ 34. 
□ □ 35. 
□ □ 36. 
□ □ 37. 
□ □ 38. 
□ □ 39. 
□ □ 40. 
□ □ 41. 
□ □ 42. 
□ □ 43. 
□ □ 44. 
□ □ 45. 
□ □ 46. 
□ □ 47. 
□ □ 48. 
□ □ 49. 
□ □ 50. 
□ □ 51. 
□ □ 52. 
□ □ 53. 
□ □ 54. 
□ □ 55. 
□ □ 56. 
□ □ 57. 
□ □ 58. 
I spend a lot of time daydreaming. 
I wish I were younger. 
I always do the right thing. 
I’m proud of my school work. 
Someone always has to tell me what to do. 
I’m often sorry for the things I do. 
I’m never happy. 
I’m doing the best work that I can. 
I can usually take care of myself. 
I’m pretty happy. 
I would rather play with children younger than I am. 
I like everyone I know. 
I like to be called on in class. 
I understand myself. 
No one pays much attention to me at home. 
I never get scolded. 
I’m not doing as well in school as I’d like to. 
I can make up my mind and stick to it. 
boy. 
I really don’t like being a jr' 
I don’t like to be with other people. 
I’m never shy. 
I often feel ashamed of myself. 
Kids pick on me very often. 
I always tell the truth. 
My teachers make me feel I’m not good enough. 
I don’t care what happens to me. 
I'm a failure. 
I get upset easily when I'm scolded. 
I always know what to say to people. 
_ L_ 
x2 = 
Gen Soc H Sch Total 
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APPENDIX BEHAVIOR RATING FORM (BRF) 
1. Does this child adapt easily to new situations, feel comfortable in new set 
tings, enter easily into new activities? 
--always -usually -sometimes --seldom —never 
2. Does this child hesitate to express his opinions, as evidenced by extreme 
caution, failure to contribute, or a subdued manner in speaking situations? 
-always -usually -sometimes -seldom _never 
3. Does this child become upset by failures or other strong stresses as evidenced 
by such behaviors as pouting, whining, or withdrawing? 
-always -usually -sometimes _seldom _never 
4. How often is this child chosen for activities by his classmates? Is his com¬ 
panionship sought for and valued? 
-always -usually -sometimes _seldom _never 
5. Does this child becbme alarmed or frightened easily? Does he become very 
restless or jittery when procedures are changed, exams are scheduled or strange 
individuals are in the room? 
-always -usually -sometimes _seldom _never 
6. Does this child seek much support and reassurance from his peers or the 
teacher, as evidenced by seeking their nearness or frequent inquiries as to 
whether he is doing well? 
-always -usually -sometimes _seldom _never 
7. When this child is scolded or criticized, does he become either very aggressive 
or very sullen and withdrawn? 
-always -usually -sometimes _seldom _never 
8. Does this child deprecate his school work, grades, activities, and work products? 
Does he indicate he is not doing as well as expected? 
-always -usually -sometimes _seldom _never 
9. Does this child show confidence and assurance in his actions toward his teach¬ 
ers and classmates? 
-always -usually -sometimes _seldom _never 
10. To what extent does this child show a sense of self-esteem, self-respect, and 
appreciation of his own worthiness? 
-very strong -strong -medium _mild _weak 
11. Does this child publicly brag or boast about his exploits? 
_always _usually _sometimes -seldom -never 
12. Does this child attempt to dominate or bully other children? 
_always _usually _sometimes -seldom -never 
13. Does this child continually seek attention, as evidenced by such behaviors as 
speaking out of turn and making unnecessary noises? 
_always _usually _sometimes -seldom -never 
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Appendix C contains a description of the treatment utilized 
in this study. The ten activities are explained in detail including 
the goals, procedures and resources for each activity. The following 
is a list of the two major objectives of this curriculum and some of 
the approaches used to accomplish them. 
1. Increase self-awareness 
a. value clarification exercises 
b. discussion of feelings 
c. self-disclosure and listening to others self-disclose 
d. strength bombardment 
e. accurate empathy 
2. Increase feelings of self-worth 
a. Convey to students that they are likeable through verbal 
and non-verbal messages 
b. Convey to students that they are important and significant 
through attention, concern, "talk time," etc. 
c. Convey to students that they are trustworthy, competent and 
deserving of respect by being consistent and fair, allowing 
students to help each other, etc. 
I 
d. Convey acceptance by being friendly and warm 
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Activity #1 
The first group meeting will begin with a self-introduction 
by the counselor. In an effort to set the tone for this and subse¬ 
quent meetings, the counselor will present professional and personal 
information about himself. The professional background will hopefully 
establish him as an expert in the area of human relations with the 
power to influence that is associated with this position (Janis, 1982). 
The personal aspect of his introduction will begin to develop the 
interpersonal relationship that is necessary for the counselor to 
become a significant other. The influencing ability associated with 
this position is described by Janis as referent power. 
Following the introduction, the counselor will present a brief 
description of the group guidance program (discussions, activities, 
filmstrips, worksheets, games, videos, etc.). It will also be 
explained that the major goals of this program are as follows: 
1. Increase self-awareness - "understand ourselves better" 
(feelings, thoughts, and behaviors) 
2. Develop perspective taking - "get to know and under¬ 
stand others better" (empathy) 
3. Become mutually supportive - "accept and support one 
another" 
4. Develop confidence and trust in the counselor 
One simple rule will be presented in an effort to ensure a 
safe and secure environment for all members. 
Everyone has the right to his/her opinion. You may 
disagree with anyone but please do it in a way that 
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does not hurt his/her feelings. There will be no 
put-downs, name-calling, laughing at someone or in 
any way hurting a person's feelings by words, ges¬ 
tures, or facial expressions. We are all human 
beings and should be treated accordingly. 
If a problem arises and it cannot be handled in the confines 
of this class, you will have to leave. 
Name Game 
Goal - To have everyone learn each other's name 
Part I - Sitting in a circle, the first person states his/her name. 
The next person repeats the first person's name and then 
his/her own name. The third person repeats the first and 
second person's name and then his/her own name...etc. 
Part II - The same procedure is utilized but this time each person 
will state the number of brothers and sisters that he/she 
has and whether they are older or younger. The first per 
son may state, for example "Paul Smith, I have an older 
brother and a younger sister"...etc. 
The final activity will be a brief introduction to value voting 
(Simon et al., 1972, pp. 38-57). 
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Activity #2 
The class will begin by having a few students name everyone 
in the class. The counselor will also name everyone using both first 
and last names. It is very important for everyone to know the names 
of their classmates in the group and to utilize their first name when 
referring to them. 
Favorites Activity (see attached sheet) 
Goals: 
1. To have students investigate their likes and share them 
with others 
2. To identify similarities to and differences from other 
people 
3. To experience acceptance when expressing aspects of self 
4. To build trust in the group while sharing relatively non 
threatening information about self 
5. To provide special "talk time" for each student 
The students and counselor will complete the attached work¬ 
sheet in approximately ten minutes. The group will then talk about 
each category with each student being given an opportunity to express 
him/herself. 
Finally, a few minutes 
"unfinished sentence" sheet. 
will be provided to fill out an 
This sheet will be collected, commented 
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on by the counselor, and returned to the student the following week. 
This exercise is an attempt to open written communication with 
students who are less comfortable with verbal expression. 
Unfinished Sentences 
1. I like to... 
2. I wish everyone would... 
3. I often think that... 
4. One thing I would like to know is... 
5. Something that is very important to me is... 
6. Sometimes I wish I could... 
7. For me, school is. .. 
Name: 
Address: 
Telephone: 
Age: 
Birthday: 
Nic-name: 
Favorite Color: 
Favorite Sport: 
Favorite Food: 
Favorite Drink: 
Favorite Singer (S): 
Favorite Actor (Male): 
Favorite Actress (Female) 
Favorite Movie: 
Favorite TV Program: 
Favorite Teacher: 
Favorite Day: 
Favorite Subject: 
Favorite Animal: 
Favorite Person: 
Favorite Age: 
Favorite Game: 
Favorite Season: 
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Activity #3 
Title: Things I Like To Do 
Goal: To gain understanding of self and others by considering past 
and present experiences 
Activity: The students will view the filmstrip entitled Experiences 
from Focus on Self-Development: stage three - involvement 
(Anderson and Henner, 1972). The following questions will 
then be discussed: 
1. How did some of the experiences that these children had 
affect their behavior? 
Swimming - afraid, never been in pool before 
Snake - afraid, not accustomed to snakes 
Horses - afraid, not accustomed to horses 
Flying - excited, not flown very often 
Tacos - bored, has them all the time 
There are experiences that most of us have in common while 
other experiences are uniquely our own. 
2. Give some examples of experiences that we all have in 
common. 
i pynpriences that are uniquely our 3. Give some examples of experience* 
own. 
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We all like to do things based upon our experiences with them. 
Some people like to play baseball because they have enjoyed that 
experience in the past. Others may hate baseball because their past 
experiences with it may have been upsetting. 
We are going to make a list of the types of things that we 
like to do. 
Activity: 20 Things I Love To Do (Simon, 1973) 
List as many things as you can think of that you like to do. 
Try to get twenty. When you have completed your list, put a check 
next to each activity that either one or both of your parents would 
also like to do. Finally, try to remember the last time that you 
did that activity and record it on the sheet (see attached sheet) . 
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Name: 
Activity #4 
Exploring Your Feelings 
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Topic: Feelings Unit #1 
Goals: 
1* Understand the difference between emotions and sensations 
2. Identify some of the experiences that affect emotions 
3. Learn about the benefits of emotions 
4. Realize that emotions are a fact of life for all of us 
5. Learn ways to deal with our emotions (expressing them, 
controlling them) 
6. Develop the ability to empathize with the feelings of 
others 
Activity: 
The students will view the filmstrip Exploring Your Feelings 
(Guidance Associates, 1973). The presentation lasts approximately 
12 minutes. 
The following questions will be discussed: 
1. What are the two types of feelings: 
a) sensations 
e.g., physical pain, dizzy, nauseous, cold, warm, 
faint 
b) emotions 
e.g., sad, angry, joy, love, hate, jealousy, 
anxiety, fear, loneliness, envy 
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2. What are the things that have an effect on your emotions? 
family school 
friends physical changes (puberty) 
special experiences thoughts 
roller coaster ride birthday party 
3. How can "negative" emotions be helpful? 
fear of traffic can save your life 
4. How can "negative" emotions be a problem? 
fear of making friends can lead to a lonely life 
5. What emotion was expressed in each of the following 
situations? 
a) camping - fear of unknown 
b) store - fear of consequences 
c) dancing - jealousy 
d) airplane - anger 
e) dog - sadness 
6. What were the different ways that the boy with the 
airplane dealt with his anger? 
a) went crying to his parents 
b) hit his sister 
c) yelled at his sister 
d) threatened his sister 
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e) had a temper tantrum 
f) kept it inside 
Emotions are part of being alive. Without emotions, life 
would be nothing.. .not even boring. The painful emotions help us to 
appreciate the joyful emotions (e.g., bored/excited, hate/love, sad/ 
happy). 
When you understand your emotions, it is easier to cope with 
them. We are all in the same boat in regards to emotions. 
Activity - Play tape "It's all right to cry" (Free to Be You and Me) 
(1972) NY: Arista Records, Inc. 
Feelings are expressed through colors in our language. 
Colors: 
Red - Turn red - embarrassed 
Blue - Feels blue - sad 
White - Turned white as a sheet - afraid 
Green - Green with - envy/jealousy 
Yellow - He is yellow - afraid/chicken 
Pink - In the pink - good/swell 
Tickled pink - happy 
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Activity #5 
Topic: Feelings #2 
Goal: To help children understand how people express what they are 
feeling and thinking, and to help them become aware of their 
own expression of feelings 
Activity: After a brief introduction, students will view the 
program How Do You Show. The video is part of the 
Inside/Out Series prepared by the National Instructional 
Television Center (1972). The presentation will last 15 
minutes. 
These questions will be discussed following the program: 
1. What were some of the feelings expressed by Nicky, 
Brice, and Richard, and what was the situation? 
a) Afraid - walking through the cemetery 
b) Angry - Nicky's feeling after boys beat him up 
c) Excited - after hitting a home run 
d) Guilty - after taking the chocolate cake 
e) Happy - running through the playground 
2. Brice said, "Does it matter"? when he was asked, "Why 
don't you say what you feel and think?" Does it matter? 
A discussion will take place regarding why it might 
be helpful to express your feelings verbally. 
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a) People can understand your needs and help you. 
b) You cam release frustration. 
c) You may learn to understand yourself better. 
d) You can improve communication skills and develop 
meaningful relationships/friendships. 
3. How did you know what the boys were feeling? 
facial expressions, behavior, tone of their voice, 
etc. 
Activity: 
Each student will have a turn to act out an emotion. The 
other students will write down their guesses and share it 
with the group. The following is a list of emotions which 
will be printed on cards for the students to act out. 
sadness 
disappointment anger 
happiness surprise 
friendliness stubbornness 
shyness nervous/anxious 
excitement bored 
The attached set of questions will be distributed to the 
students to be answered in private following this activity 
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NAME: 
EXPLORING YOUR FEELINGS 
COMPLETE THE FOLLOWING SENTENCES: 
1. Something that really makes me sad is. 
2. Something that really makes me happy is. 
3. Something that really makes me angry is. 
4. Something that really makes me afraid is. 
THIS IS THE WAY I FEEL MOST OF THE TIME... (CIRCLE THREE) 
HAPPY CALM AFRAID DUMB 
SAD EXCITED TIRED NERVOUS 
BORED FAT ANGRY HATEFUL 
UGLY SHY FRIENDLY GROUCHY 
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Activity #6 
Title: IALAC (I Am Loveable and Capable) 
Goals: To help students to realize that they are both loveable 
and capable 
To develop a visual and auditory representation of feelings 
so as to facilitate understanding of the concept 
To develop perspective taking ability 
To enhance feeling of self-worth 
Activity: The students will view the filmstrip entitled The IALAC 
Story (Simon, 1973). A discussion of the questions listed 
below will follow. 
1. What is the title of the filmstrip? 
2. What does IALAC mean? 
3. How did they represent it in the filmstrip. 
4. What does the tag really represent? 
5. Who has an IALAC sign? 
6. What happens to your sign when someone puts you down? 
7. What happens to your feelings? 
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8. How did the people in the filmstrip react to the criticism 
or put downs? 
9. Why did they build those walls? 
10. Do people really build brick walls? If not, what do 
they do? 
11. How do people feel after they have isolated themselves? 
12. Give some examples of compliments. 
13. What was the last compliment that you have given or that 
you have received? 
14. Give some examples of put downs. 
15. What was the last put down that you have given or that you 
have received? 
Activity: Poster Contest 
Students will be asked to submit a poster representing 
some aspect of the IALAC concept. Samples from previous 
years will be shown to the students. Their presentation 
may be in the form of a collage, picture, cartoon, poem, 
etc. 
Posters will be judged on content, general presentation, 
neatness, and originality. 
Prizes will be awarded to all contestants. Candy awards 
will be given for all entries, and a special prize will 
be awarded for the best poster in each class. 
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Activity #7 
Title s Home S Home 
Goal: To identify situations that are not conducive for the growth 
of positive self feelings 
To realize that the source of aggressive behavior may be low 
self-esteem 
To help students to develop ways of coping with feelings of 
rejection and mistreatment 
To develop empathy for students who do not have a positive 
home environment 
Activity: Students will view the video program Home Swet Home. 
This program is part of the Inside/Out series (National 
Instructional Television, 1973). The following questions 
will then be discussed. 
1. How does Eddie feel? 
(angry, sad, unwanted, unloved) 
2. How does he show these feelings? 
a) 
b) 
yelling at sister 
talks back to mother 
c) punches pillow 
d) knocks into other kids 
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3. How did he show that he did not feel good about 
himself? 
a) ran away c) punches pillow 
■ b) went into his room d) built a brick wall 
4. What are the two things (or people) that he cares 
about? 
(his cat and his friend, Steve) 
5. Why are they so important? 
(They accept him and like him just the way he is - 
he can like them and not be hurt by them. He doesn't 
need his brick wall.) 
6. What were some of the things that were said to Eddie 
that would make him feel unloved and unwanted? 
(Put-downs) 
a) Why don't you behave like your sister? 
b) Just go away 
c) You make my life miserable 
7. What was Eddie's response to his mother saying, "Why 
don't you behave like your sister ? 
a) She doesn't realize yet 
b) She can't fight back 
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Activity: 
8. Have you ever considered running away? 
9. What are some of the 
a) Physical Needs: 
food 
clothing 
shelter 
water 
Emotional Needs: 
love 
respect 
caring 
being held, touching 
needs that people have? 
b) 
10. How was Steve's family different? 
(They cared about him.) 
11. How did they show they cared? 
a) Talked to him 
b) Hugged him 
c) Worried about him 
12. Were Steve's parents strict? Why? 
Write about someone you know who is like Eddie and state 
why you think the person behaves that way. 
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Activity #8 
The counselor will begin the class with a brief introduction 
to the filmstrip "Fooling the Frap Winger Ding Bat." The filmstrip 
is from the Focus on Self Development Kit: State three — involvement 
(Anderson and Henner, 1972). 
Goal: To develop an approach to solving problems and apply this 
method to a real age-appropriate problem. 
Subsequent to the viewing of the program (10 minutes) , the 
following questions will be presented and discussed. 
1. Who are the two main characters? 
(P.S. and Frap Winger Ding Bat) 
2. "P.S." had a problem. What was his/her problem? 
(Frap Winger Ding Bat was always hurting him/her.) 
3. What were the seven ways that "P.S." tried to solve his/her 
problem? 
a. pretend he/she isn't there d. try to blow him/her up 
b. act like he/she isn't afraid e. look in a book for an 
c. get advice from owl answer 
f. use his/her intuition 
g- run away 
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4. What is it that "P.S." said he/she would try but never got 
around to it? 
(combine solutions) 
5. What is a possible solution that "P.S." did not try? 
(make friends, reason with Frap Winger Ding Bat) 
At this point, information about problem solving will be 
presented. It will be explained that in solving a problem it is 
helpful to identify a cause before generating solutions. Knowledge 
of the cause will help focus the solution. For example, if the Frap 
Winger Ding Bat was harassing "P.S." because "P.S." had stolen his/ 
her food, the solution would be a lot different than if the Ding Bat 
was hurting him/her because he/she was just mean. In the first case 
restitution may be in order, while in the latter case, moving away 
may be more appropriate. 
Following this explanation, the students will be asked to 
generate a problem (see attached sheet), identify the cause to the 
problem, and finally develop a few solutions. The counselor will 
read the statements at each stage to assure that the students are 
on the right track. 
Finally, the students will complete the unfinished sentences 
and the papers will be collected. The counselor will comment on both 
aspects of the worksheet and return it to the students the following 
week. 
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NAME:_ 
FOOLING THE FRAP-WINGER DING BAT 
THE FRAP-WINGER DING BAT CREATED A PROBLEM FOR THE PROBLEM SOLVER- 
P.S. YOU ARE ALSO A PROBLEM SOLVER BUT YOUR PROBLEMS ARE DIFFERENT. 
1. DESCRIBE A PROBLEM THAT A STUDENT FROM THIS SCHOOL MIGHT HAVE. 
2. WHAT IS THE CAUSE(S) OF THE PROBLEM? 
3. GIVE A POSSIBLE SOLUTION. 
A. When I have a problem, I usually... 
B. One problem that almost everyone has is.... 
C. I think most problems with other people are caused by... 
D. My worst problem is... 
E. I would.... 
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Activity #9 
Title: Expressing Pride 
Goals: To get students to recognize and state their strengths 
To give and receive positive feedback 
To enhance students' self-esteem 
Activity: The activity is based on a strategy from Canfield and 
Wells' (1976) book 100 Ways to Enhance Self-Concept 
in the Classroom (p. 47). 
Students will be provided with a 3x5 card on which they 
will write "I am proud of...". They will be asked to 
write two statements about a specific area of behavior 
of which they are proud, such as: 
1) Things they have done for their parents 
2) Things they have done for a friend 
3) Work in school 
4) Athletic accomplishments 
5) Hobbies they have 
6) Something that they have shared 
7) Something about their beliefs 
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Statements must relate to themselves personally and not to 
their family or possessions. 
Every student in the group will attempt to guess at what every 
other member of the group wrote on his/her card. The result is a 
bombardment of positive statements directed at each individual. 
Activity: The remainder of the class time will involve playing a 
game with pennies. The purpose of this activity is to 
provide time for students to enjoy each other in a less 
structured and leisure environment. 
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Activity #10 
Title: Risk Taking 
Goal: To help children recognize and cope with their own fears of 
humiliation and failure, and to help them understand and 
sympathize with these feelings in others 
Activity: Students will view the video program But They Might Laugh 
from the Inside/Out Series (National Instructional 
Television, 1973). The following questions will be dis¬ 
cussed. 
1. How did Becky feel when her classmates laughed at her? 
2. Why do you think they laughed at her? 
3. How did Becky react to the laughter? 
4. Who else was afraid of being embarrassed? 
5. Why is it hard to attempt something that may be 
embarrassing? 
6. What are some things that you find embarrassing? Why? 
APPENDIX D 
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QUESTIONNAIRE 
PLEASE ANSWER THE FOLLOWING QUESTIONS AS HONESTLY AS POSSIBLE. 
DO NOT WRITE YOUR NAME ON THE PAPER. 
1. I PARTICIPATED IN GUIDANCE/FRENCH FOR THE FIRST TEN (10) WEEKS 
OF SCHOOL. (CIRCLE ONE) 
2. THE CLASS (FRENCH OR GUIDANCE) WAS. 
NOT INTERESTING SOMEWHAT INTERESTING VERY INTERESTING 
3. AS A MEMBER OF THAT CLASS, I DID. 
POORLY WELL VERY WELL 
4. THE TEACHER. 
LIKED ME A LOT LIKED ME A LITTLE DID NOT LIKE ME 
5. IN REGARDS TO THE TEACHER, HE WAS 
A POOR TEACHER A GOOD TEACHER AN EXCELLENT TEACHER 
6. MY GENERAL FEEING ABOUT THE TEACHER IS. 
_ ttTm a T tttt.F I DID NOT LIKE HIM I LIKED HIM A LOT I LIKED HIM A LITTLE 
7. AS A RESULT OF THIS CLASS, I FEEL 
BETTER ABOUT MYSELF THE SAME 
WORSE ABOUT MYSELF 
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Letter Grade and Its Corresponding Numerical Score 
F - 0 
D- - 1 
D - 2 
D+ - 3 
C- - 4 
C - 5 
C+ - 6 
B- - 7 
B - 8 
B+ - 9 
A- - 10 
A - 11 
A+ - 12 

